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, INTRODUCTION 

U is well "knownXthat schooling (and educational Institutions in 
general) occupies a £arlre important place in „oder^societies than it 
enjoyed in the past. Africans today attend educational institutions Eo. 
an average of nearly 12 years, increasingly starting schooling before the 
first grade and continuing after high school graduation in so« institu- 
tion of higher education; One .ajor reason that «.re,and .»re people 
.are attending school for longer periods of ti« is that success (or 
perhaps one should say. persistence) in school has become .ore closely 
associated with Jobs and .dth adult status, in general, that it ever was 
in the past . ^ 

Even .ore dramatic trends can be noted in oth^r countries. In much 
of the developing world since inde^ndence, for example, governments have 
■greatly increased education budgets, partly in response to the great 
de:iand for elementary education by the population, but also because they 
re[ard education as .perhaps the most important Uey to the creation of a 
■■jodern-or -developed" society. Indeed, in a, l,rge number of non- 
cLmunist developing countries., it has proved >,ch easier to build and 
taff universities and schools than to create Jobs outside the government 
,ector in which the graduates of these institutions might be employed.^ 
Educational expansion has hardly been "less dramatic in Europe. It 
„ay be surprising to some, but historically, participation in education 
I in Europe has" been far lower than in the United States. As late as 1959 

, „„w a third of 14 years old were still in school, 
in Italy, for example, only a tniru oi j. y 

hut by 1975 the percentage's over 75%; and in Engla'nd as late as 1957 
only 3% of those 18-22 were enrolled at universities compared to around 
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12% today.3 But the expansion that followed in virtually every European 
country during -the 1960 's and 1970 's was dramatic . In country after 
country, the numBer of university students trebled or quadrupled in a 
"twenty year ^riod, so that the gap in proportions attending institutions 
of liigher" education between the United States and other countries, al- 
though still large, has narrowed appreciably. -j.^ 

The great post-World War II expansion was not entirely unprecedented 
in scope ^ or rapidity.\ Although the dates vary cons ider ably , with the 
countries involved, an extraordinarly rapid rise in elementary schooling, 

prpmptad p^tly by compulsory schooling laws, took place in every society 

■ ) ' 

between the last quarter of the nineteenth century and the 1920's. That 

expansion made elementary schooling ' close . to universal throughout the 
develLop^fed world, j,|^t as, the more recent expansion has made the comple- 
tion of secondary -educa-t-ioH-alose_tP universal in t_he ^United ^t at es and 
some ^econdary education virtually universal everywhere. 
, - These trends and facts are well known; their interpretation is not 
as clearcut. Mote specifically the dominant interpretation of these 
trends has recently been challenged on a number of counts and, in our 
■ fnHp.n,;nt^und_j efective in crucial re spects.^ Since the interpreta- 
tion in question is close to what we believe of the everyday assumptions 
o's a great many people involved' in educational policy and planning, this 
is a serious matter which warrants attention. ^ 
• The assumptions to which we refer go roughly as follows: the edupa^ 
•tional expansion of the last 100 years (and, in particular, the expansion 
of the. last quarter century) ip essentially a response to the needs of an 



increasj.i^y compl^^^^ ""^"^ 
stages of industrialization, this argument goes, industrial societies 
begin to require mere literacy on the part of most of the workforce. In 
later stages of industrialization, however., ' knowledge becomes a crucial 
ingredient af economic growth. From the societal point of view, education 
becomes a rational investment in human capital which yields dividends in 
the form of greater economic growth and productivity.^ As a corollary, 
therefore, societies which make high investments in education should 
experience high rates of economic growth; those that neglect education 
will experience economic decline sooner or later. That, education contri- 
butes importantly to economic growth was a major rationale 'of the emphasis 
of the Organization for Economic Cooperation and Development (OECD) on 
the expansion of higher education and widened acc-^^o it in member 
cduntries in ' the ^ 1.960s. The OECD conference on "Economic Growth and 
Investment in Education" held in Washington, D.C. , in 1961, set directions 
for research and policy in ;his field for a decade or more. Among the 
many scholars writing on the interrelationship of economic growth and 
educational expansion were Friedrich Ed ding, of Germany, Edward F. Denison 
.^ and Theodore :W.^^^^S^^^ '^"^^ ^"g^^'^ Svennilson of 

Sweden. 

Modern societies, the argument continues, are dependent on the 
knowledge .*ich is produced and transmitted by educational institutions 
in several respects. First, economic growth is increasingly dependent 
upon scientific and technological research which takes place within the 
universities. Secondly, post-secondary institutions provide advanced 



training for a whole series, of professions and semi-professions upon 
which the economy' increasingly depends, and which either did not exist in 
the past or have exploded in numbers and importance in the last quarter 
of a century. Finally (and of ten. stressed more than either of the above), 
primary and secondary educational institutions perform the vital function 
of providing a broad base of cognitive skills for the mass of the popula- 
tioii^-skills which areJaledexlTicrt merely in a narrow or vocational sense, 
but which provide the building blocks from which a whole series of more 
specialized -and. advanced skills can be learned. In some versions of this 
argument, indeed, it is believed that the pace of economic change is so 
rapid that future skills will become quickly obsolete -and life-long 
learning will become a necessity. 

/ The new importance of education that these changes require, the 
arLment continues, is reflected in shifts in educational institutions 
thems^ZveT. Thus, the relative salience of liberal arts' in the curriculum 
decreases and the significance of training in the sciences and technology 
increases. Elementary schools become less concerned with -moral instruc- 
tion and with requiring students to engage in such practices as memori- 
zation of dates', places or names. Slowly and haltingly schools begin to 
shift to new curricula and to teaching methods which are more rational 
and effective in the development of students.V cognitive skills. 5 

Foa: critics of. these assumptions, however, the ideas we have stated 
are less an adequate explanation of what has happened and of the real 
r.cfle of education in modern society, than ^a justification for and ex post 
facte) rationalization of educational institutions. It is profdundly 
misleading, the critics argue, to see education as meeting "^e new needs" 



.of industrial society and to interpret the history of educational expan- 
sion as -amor^, or less rational response to those _ changing needs. As 
evidence, the critics cite the following: "the expansion of educatWn 
the last century has. been far greater than the expansion in the percin-- 
tage of jobs which, even by a generous interpretation, could be said to 
require high levels of skill. This is true, if we compare the expansion 
of professional jobs with the increase in numbers of college graduates, 
and is even .ore true if we consider the changing size of the skilled 
non-professional labor force.6 m the second place, studies of the 
skill levels and training Requirements of particular jobs indicate that 
the level of complexity involved is often greatly exaggerated, and. for 
most nonprofessional jobs, can be acquired on the job in six months o. 
less.7 Moststudles of the relationship between education and job 
performance, furthermore, have failed to establish clear relationships 
between perSrmance in school (as measureed. for example, by grades). 
• and performance on the job as measured by supervisor ratings or salary. 8 
FinailyV tl^ere is no research which clearly demonstrates a relation- 
_ship between measures of educational quality and economic growth. In 
. this connection, it is of interest that Frederick Harbi son . and Charles 
A. " Myers in their remarkable study of the correlations of* economic and 
educational indices in seventy-five .countries. Education^^ 

......H. .^r.te.ies of Hum.n .Resource Development (1964) found, a 

negative correlation between the percentage of university students en- 
rolled in science and technology and the countries' GNP. We know ^of 
nores-e-arch which shows that the mathematical skills or scier/tific 
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iWacy of the mass of a society's population has effects on national 
productivity or^ even on the level of scientific achievements in that 
iociety. Perhaps such relationships do exist— relationships , for example, 
between enrollment in business courses and increasing entrepreneurial 
•activity, or between the low quality- of high school science teaching and 
a possible relative . decline in American as compared with European or . 
Russian scientific achievement. .But it is beyond our skills, to validate 
them.' 

Such relationships are by no means implausible. But that is. algo;' 
true of a series of quite different assumptions: that successful ^^tre- 
preneurial activity depends more on . the level of savings or on the 
prestige in which businesi is held than upon what is learned in business 
courses; or that scientific achievement depends more on the quality of 
the selection and trainirig of ' a tiny gifted minority than upon the 
scientific' literacy of the mass of the population. 

Our point here is not to debunk education, but only to draw attention 
to the character of an increasing percentage of the arguments that are 
made on its behalf . ' In these arguments, more investment in education is 
seen sis essential to growth in productivity and even to national survival. 
President Sovern of Columbia, for example, recently connected our lack 
of investment in education to the fact that the U.S. per capita G.N. P. 
"has slipped to tenth place in the world," and asserted, as if it were 
common knowledge, "that the skill, dexterity and knowledge of the popula- 
tion has become the critical input that determines the rate of growth of 
the economy. "9 ^here .are two. dangers ' with this kind 'of argument. 
First, to the Extent that the argument is not true . or not demonstrably 
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true It can backfire and undercut supt>ort for education. Justifications 
for education in rather narrow economic or utilitarian terms run the 
risk that if the society does not get richer (and another society which 
spends- less on education does) or if the individual does not get a better. 
Job. the public will become entirely disenchanted with our educational 
institutions. Something^of this sort already appears to be taking place, 
particularly among recent graduates whose diplomas, because of the infla- 
tion of educational credentials, have lost much of their anticipated 



value. 

Viewing education as an investment in human resources which will pay 
off in the future also" tends to increase the already strong vocational 
tendencies in American education and thereby may undermine other educa- 
tional values. Growing percentages of undergraduates in recent y^rs 
have been deserting courses in History. Phys i'cs . French . Bio log^ and 
Mathematics for courses in Marketing, in Travel Administration, in 
Leisure Studies and Food Science. These students seemed to have learned 
well the implicit message of the "education as an investment argument" 
that only directly and immediately useful knowledge is valuable, and 
that the rest of education is a luxury. 

PURPOSES. GOALS AND VALUES OF EDUCATjjoNAL SYSTEMS 

\ , ■ 

. ' /' Introduction 



We are distinctly uncomfortable with the term "educational purposes" 
and only slightly less so with the expression "educational goals." To 
address the issues which we believe that the Commission has in mind • we 
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>efer instead to talk about values or' ideology ■ which justify or underlie 
a particular educational system. A word of explanation is' in order. 

fPirst.'the problems of comparing official statements of educational 
purpises or goals are quite formidable. Lists of educational objectives 
from dif fereht.^cieties might at first sight appear to offer a basis for 
comparing educatio~traT-pr4orities. One might compare the priority that 
societies give, for example . to' citizenship training or patriotism on the 
ane-hand- a* -opposed - tcL. acadamic. -compatence^..or _ the 

individual personality on the other. But the prpbleirs- which surround 
obtajLning truly comparable material from a number of societies are im-" 
Tense. The statements must be representative of I off icial opinion, not 
of the potentially idiosyncratic views \of a particular educational orga- 
nization in that society. For example, one should not confuse statements 
of educational goals issued by the jJpanese Teachers Association with 
statements -issued by the Japanese Ministry of Education. The list of 
official purposes should be for comparable schools and comparable curri- 
cula as well as the same age group in the different societies. And if 
this were not enough, a comparative study of educational objectives must 
find some way of comparing societies that tend to have explicit national 
• goals and those which do not. We, have not been able to gather such 
materials which even begin to meet these strictures. Gathering a repre- 
sentative sample f7om' the school districts of the United States alone, 
for example, would .be a formidable task, and even with highly centralized 
systems like the Soviet Union. freqUent changes in official statements 
make the sampling task very difficult. \ 
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Et addition, these statements of purposes are uninterpretable without 
knowledge of the values an-S the culturar'ineanin|s^at are attached to 
education in different societies. ' Many of the statements of purposes we 
have seen address th,e oh^epti^f^ of development of the potentialities (or 
personality) of thT child. Consider, for example, that the educational 
objectives of the current Constitution of the Soviet Union include giving 
"citizens more and more real opportunities to apply their creative ener- 

gi_es_-and talents, and. to deyelop their persp.naiities in every way.."l0 

Shades of American\ progressivism 1970's style! It is hardly necessary 
to add that these .apparently similatr objectives have quite different 
meanings in the Soviet Union, Japan arid the United States. 

For these reasons we try to avoa^d comparisons of educational pur- 
poses. We find it more illuminating instead to compare the values which 
justify and surround - schooling in the different societies, calling atten- 
tion to cases where official values sWply conflict with th^ values 
that are implicit or actually conveyed to\ students. 



The Distinctiveness o 



ican Values 



\ ■ 

There are many structural and organizational differences! between 

\ . • , ' " • 

American schools and sc^hools in the industrialized world, and we shall 

describe some of the more significant differences later in this paper." 
But these structural differences can only be understood in the context of 
the very different values which justify and support educational practice 
in America and elsewhere. This is not to say\ that all or even most 
organizational or structural differences in American schooling are pri- 
marily a reflection of differences^ in values Betweeen America, Europe 



an?} Japan (we s.hall Thow " beJ.ow", f^^ example , .hqw the variable of local ' 
versus cen,6ralized cbnttol over educat|^^tl^ has effects which are poVerful 
in their own right and separable|:from the effects of value differences) *, 
Nor do we w.ish to imply that values are always g\:atic^or_per»a|ent. feature 
of a particular society. Japan, for examplgj e. underwent , a substantial 
change in values during anil after the American occupfftfbn. i Value emphases 
in., the Sovie-t Union shifted radically from^tHe i920s to the Stalinist 
era. We ' do want to argue , "however , that very littl^4fp.f the distinctive 
character, orgatjization or outcomes of America^i^education can be grasped 
without prior consideration of long stahding valuk differences between 

•America and the Aest of ' the world. These values ha.ve shaped oiir relative 

• ■ ■ ' \ - ' ■ ' - 

lack of selectiv^Lty, our lack 9f national examinations, and our suspicion 

■ ' 'A I ■ " . ■ ' 

of the traditional "high culture" liberal"^ arts currigfulum. They have 

also had "a profound effect on educational standards and^^the meaning of 

excellence in American education. ^. 

Education in America bears indelible marks of several longstanding 

values which together, form a distinctive and recognizable American pat- 

tern. AmeJioans value equality, practicality and utility and they -are 

both individualistic and suspicious of governinentval authority. These 

values, noted in slightly different' forms by Tocquevllle in thel830's, 

have been described repeatedly by European and American observers^since 

that time.ll And although most Western European societies have " moved 

closer. to these American values in the last 25 years-T^he differences 

between the U.S. and Canada, on the one hand, and virtually the whole 

of Western Europe on the other, remain notable. - 
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Equality . The thrust of equality in America has always been toward 

eq'ual rights and equal, opportunity rather than toward equal income. As 

Tocque^^ille ^tressed, Americans 'have been hostile to the idea of rank or 

r . . degree or to^ any conception that one man is better than another except 

I " " through his worldly accomplishments. There is little .question that the 

f inf luence of these ideas u^on^ .American schooling has been powerful. 

i.". Since the early dayfe of the Republic, schools have been j-ooked to as the 

'I'C * ■' ■ • ■ , ■ 

|.' major avenue of opportunity and mobility -from poverty to- fame and for- 

i tune. Virtually from its inception, as Horace Mann reminds us, the 

\ ■ common school was seen as an instrument for creating a more equal society 

'and,as an antidote "to poverty. l2 Through public schooling, jnany ^Ameri- 

i cans have believed that claSs distinctions could be erased or neu^iralized. 

', i . '• . " 

^ With the exception of Canada and possibly Australia, no other hon- 

, Communist society viewed schooling in "this way until well after World ^far 
II. The traditional Western European pattern was to provide, separate 
: schools and separate curricula for what were thought to be different 
kinds of students, and to sponsor the mobility of a few students from lo^ 
status origins into that part of .the system designed for the future elite. 
The system was not designed to provide American style equality of opportu- 
nity .but to provide a ladder for only a few outstandingly talented students 
from humble origins. In America, this pattern of separate public schools 
. -for the elite and the masses has been very^^rare, appearing only in the 
instances of 'a relatively small number of highlVselective high schools 
in the .larger cities of the Eastern seaboard'. . But thftxughout Western 
. ' Europe and Japan until after World War II, it was takei[ f0r granted 

only a relatively small proportion of the children of .the poor could 
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the highest status. Thus, only about' twelve per cent of Japanese twelve- 
year-61ds went, on to an academic secondary school at the outset of World 
War II, and only, about twenty per cent of the age group passed Britain^'s 
.notorious 11+ examination to gait: access to University preparatory 
grammar schools in the late 1940 's. 

The contrast is almost as^harp between America and the rest oF the 
industrialized world in /the "kind of the subjects which are believed 
appropriate for student^^'to study. Americans have been distinctly catho- 
lic in their view of what constitutes a- worthy /or prestigious course of 
study for students. American universities and high schools have for 
many decades offered courses of study that would have been- close to 
unthinkable at virtually any European university Tr selective secondary 
school: courses in marketing.^ accounting, nursing, creative writing, 
typing and "home economics. Part of the reason for this catholicity is a 
pragmatic and utilitarian attitude towards education. Put the ^ extraordi- 
nary breadth of the subject matter deemed\ appropriate f^r Ame^^can youth 
to study also reflects- the absence of a clear and immutable, hl^eraqhy of 
prestigiaus or "patriciap" and low status or^ "plebian" subjec^ matter, 
and is part of a morfe general reluctance to distinguish between patrician 
and plebian classes of people by sending them to separate schools. In 
America, no one curriculum and no two or thyL schools have enjpyed the 
kind of ef forties prestige accorded to the /ilassis curricululm at Oxford 
or Cambridge or French literature at the Sorbonne. 

>§.onir of^^se sharp distinctions between education in America and 
that in much of the rest of the industrialized world are disappearing. 
. The, traditional Uberal arts curriculum still commands high prestige in 
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,„.ei^ sacon.a., schools and W.varaities , particularly in France and 
Hngland. and in the latter it is still lin.ed in .Lost a symbiotic way 
„ieH access to the top»ost, le.el of the civil service. But its relative 
presti^has decUned virtually every*ere , and other .al.ost equally 
prestigious .odels have become serious rivals. The separation of early 
adolescents into university preparatory ,nd ter^nal separation second- 
ary schools With ,uite different curricula and prestige has heen hlurred 
or reduced throughout the industrial world. For specifically egalitar- 

for example the British division between grammar, technical 
i an r e as o ns , t o r ex a mp xe , l i 

V 1 i,„ Iven lareely abolished in favor of a 
and secondary modern schools has been largely 

unitary comprehensive school plan modeled on the .meri„„- hig.' school. 
Hven Where the old divisions between academic and vocational schools are 
retained, as in much of West Germany. France and Japan, selection has 
been postponed and the percentage of students attending the academic 
schools has vastly increased since World War II.U .arge numbers of 
Europeans now believe that separate schools for able and mediocre students 
. lead to reinforcement of class divisions and ma.e for bitterness and 
rancor betwe^, rich and poor. Finally in tSis regard, the previously 
enormous ga; between the United States and the rest of the industrialized 
"„orldin the percentage of young people who attend college has been 
dramatically closed in the -years since I960-. Collet enrollments have 
more than trippled in the United States since 1960, but they havi 
,uadrupled and quintupled in many countries in Europe and in Japan. P^-rt 
' of rhis increase reflects the spread of the ideology of e,uai: opportunity 
from the united States to the rest of the industrial world. 
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All these changes mean that the stark contrast that used to exist- 
between the egalitarian open access American systems and much of the 
rest of the educational world is less 'sharp than it was. West European 
universities are now expected to show progress in their admission of 
working class youth. It is now commonplace for ' curricula and teaching 
style in Germany. France and. England to be attacked as "elitist" or as 
irrelevant to the needs of lower class youth, so that educational policy 
^i.«_the^cauntries becomes linked quite explicitly to larger programs of 



egalitarian reforms. ^5 

But in- its thorough-going egali tarianism. the U.S. remains distinct. 
In affirmative action, in open^ admissions and in easy transfer of credit 
between institutions. American higher educatio^ has shown a preference f6r 
access, for equity and for equal opportunity over maintenance of a set of 
unambiguous and rigorous standards. Britain's Open University, by con- 
trast, while open to all comers, is especially careful to maintain the 
same standards of evaluation as the most prestigious British Universi- 
ties. . The provision of opportunity alone is not. as it has tended to be 
in the United States, a criterion of legitimacy or justification for 
public expenditure or ^education in Western Europe. 

Pragmatism and Utilitarianism . Man^observers have noted that Ameri- / 
cans are by and large rather practical-minded people who tend to .see^ 
' institutions in primarily utilitarian terms. Much of the appeal o^ 
education to Americans has been that it has been' seen as a preeminently 
-useful activity, useful in that it provides skills (from, fluency /in 
foreign languages to mathematical competence or typing), advances ca- 
reers, and enhances job prospects. After talking to contemporary American 
undergraduates, one could be forgiven for thinking that no other concep- 
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tion of education was possible. But in most of the world and for most 
of human history, education has not been viewed in such a utilitarian 
manner. The highest prestige and esteem have frequently been reserve^ 
for subjects which are distinctly, even defiantly, non-utilitarian. The 
famous toast at Cambridge University in the 1930s, "To pure mathematics, 
may it never be' of use to anyone"! expressed these sentiments exactly, 
with the added irony that the subject very rapidly became immensely 
useful in ways that could not be foreseen before World War II in the 
demand for cryptographers and decoders. One could almost say^ that 
throughout Europe and Japan prior to World War II subjects were prestigious 
to the degree that they were useless , and la&king in prestige to the 
degree that they were directly or immediately useful in providing some 
skill of a technical or applied variety. 16, Thus in the traditional 
prestige hierachy of that period, classical languages had higher status 
thkn modern languages, Oriental languages higher than European, Mathema- 
tics a higher status than Science,, afid theoretical science a higher 
prestige than applied science. 

From the point of view of the individual students, of course, studying 
these arcrane subjects was far from useless: the more prestigious the 
subject and the more prestigious the institution at which it was studied, 
the greater the student's chance of a high status occupation. But the 
link between education and jobs was through their common relationship to 
•prestige rather than a particular skill that the education provided. 
British, French and Japanese civil servants were not^ained in the public 
administration or ' even the history of the civil 'service. To be sure, 
there were claims made about, the moral character and respect for high 
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ideals which a traditional, classical ediication was thought to provide, 
but such an education - wis never seen '^/primarily as tr.aining and still ^ 
less as the acquisition Jf.^irectly useful skills. 1? It was seen rather - 
as i^e absorption and ycqijisition o^' high culture which, in turn, was 

thought to fit applicants! f_qr hi^h office. Only Canada and post- 

/ I ■/' ^ 

Revolutionary Russia i/epre|sent significant exceptions to this dominant 



pattern. 



This traditional European conception of education has never . been 
entirely ab^^ent in Aip.^rica (orie thinks -especially of preparatory schools 

in the^NorthS^s't, and the hfgh prestige enjoyed by Ivy League universi- 

^ \ ' - ■ ' 

ties). But AmeVicans have long possessed two, to some extent competing, 

models of -a good education. On the one hand, a^='good education has meant 
something modeled after traditional European education with a few minor 
modificatidhs. A goofl education has meant the acquisition of the know- 
ledge and particuWly the values and tastes of an elite, and is ranked 
as excellent or indifferent to the extent that it conforms to that elite 
model. At the same time,, Americans have subscribed to ^ very different 
conception of a good education: that^ which is most worthwhile is that 
vrtiich is most useful and practical. Prestige is accorded to utilitarian 
knowledge because it is useful. Suspicion and even disdain are ^hown 
toward what is seen as useless knowledge. - 

In many institutions (and this is perhaps the geni^s of the American 
system), these two conceptions h4ve coexisted rather happily. ^ The land 
grant universities qf the' Midwest, for example, have long offered 
distinguished vocational programs in Agriculture and Engineering without 
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in the least consigning Philosophy or History or Mathematics to oblivion. 
In many high schools, too, there is a juxtaposition of what, to European 
eyes,, are extraordinarily diffirent areas of study. _ The inclusions of 
vocational subject matter W the curriculum does not ^ "contaminate" the 
ciriculum as. a whole, nor \has there been a sharp prestige distinction 
between students who take Vocational subjects and those who do not. 
French students bound for the university rarely take typing in high 
school. American, and to a lesser degree Canadian, students, frequently 
do. 

The greater prestige, of vocational subjects is not the only conse- 
quence of American utilitarian conceptions of education. There is also 
a.: tendency to see virtually' all the subject matter of the curriculum in 
broadly utilitarian terms. Th^ enormously influential Progressive Move- 
ment, whether in its most r/ecent reincarnation in the I960's or its 
earlier manifestations in /he 1920s a-nd 1930s, has been very much 
an attack- on what was considered to b^ the irrelevance of the traditional 
curriculum. l8 In contrast to the situation in Western Europe, American 
educational rhetoric has long stressed how education should meet ' the 
"needs" of students and the "needs" of society , ^ and -this rhetoric has 
been employed as a weapon to attack the traditional • curriculum and the 
traditional teaching methods. (We note parenthetically that Japan, after 
a strong dose of progressive education during the U.S. occiipation, has 
steadily r'etreated from progressive principals since about 1960. ) - . | 

Progressives riave long argued that contemporary ' literature and 
' ■ ' - - ; ,= 

contemporary history meet student needs more closely" than ancient histoi^y 

■ ■ • ' - \v .." . L 

or classical literature and that, following the logic of meeting the needs 
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cir «.re relevant than any history or 'any literature. ,The.,very logic of 
Progressivism and its requirement of relevance, therefore, tends to be 
corrosive of the traditional liberal arts and even the science curriculum. 
Sihcemuch of that curriculum is not of demonstrable utility, and a 
considerable part" of it clearly bores substantial numbers . of students, 
one can well ask. according ' to this logic, why students should be requited 
study it. During the latter part ■ of ' the I960 's and 1970 's. American 
edueators had considerable difficulty responding convincingly to these 
arguments precisely because they terided to accept their utilitarian 

premises, • 

Not only do vocational subjects, broadly defined, have greater 

prestige in American schools than in Western Europe and Japan, but. at 

the same time, progressive ideas and beliefs that education should be 
' useful have tele^ to produce a more thoroughgoing transformation of the 
traditional. curriculum and traditional disciplinary boundaries in America 
thah elsewhere'. Latin and Greek, disappeared early f r om ' Americari high 
schools - as did emphases upc3n penmanship and grammatical drills. Ameri-/ 

.can bchools led the way in developing new 'useful' and ' 'relevant ' curric 
ulumln the emergence of social studies as '.a partial substitute for 

• histly. geography and moral ir^tructiory^ ^1^/$^'''^^''''^''' °' 
"sciele" courses which ^ft temp ted to^ brea^d^i^^n Vsciplinary boundaries 
betweel physics and chemistry:; or biojogy. and at. the collie level. in 
. the emeLnce o£ .business oV commence. And whi^T^mi^gulf ■ between 
. An^rica Ld -Europe has closed sWhat in recent years, we do n/ot know 
of any EvAopean country 4^re an\nd^gr|duate specializing in /business 
would' enjo^as high a stat^ ^s a st\dent .tudying^/ii story or mathematics. 
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In Japan, Germany and .th^ Soviet Union, educator^' are frequently called 
upon to persuade the public that a . 'good' education and a vocational 
education (or. that excellence , and'- utility) ar'e not necessarily incom- 
patible, in America, by , cont|rast, .. '.such^ e^chQxt,^^ 

nec^ssar^. . / 

Individualism and Authority . A final/ American value with important 
implications for education is individualj/sm. By this, we.j.ean the^^ belief 
that a society's worth depends on the/ extent to which individuals can 
achieve such ' personal goals as happi/ess or fulfil Iment . ^9 Such ful- 
fillment, moreover, is not usually^seen as resulting from working for 
collective or societal goals (as /it 'is in the official ideology of the 
Soviet Union). Rather, the t^ust of individualism is that roads to 
fulfillment^or happiness can:)6t be socially prescribed. Liberals and 
"conservatives„have not always' agreed on the meaning of individualism - and 
particularly on the role qf government in safeguarding or reducing indi- 
vidual freedom. , But' ev^^i conservatives, unlike their European counter- 
parts, have not dissected from the American impatience with tradition 
and emphasis upon i,^inp.vation . 2o Americans are supposed to innovate, 
not iDerely to follow tradition. Children are , encouraged to strike out. 
on their, own arid to stand on their own two' feet. And ,aut"hority of vir- 
tually any kind, especially governmental authority, is seen as poten- 
tially threatening to freedom and to individual autonomy. 

S.e.ve.ral/di3tinctim. feat suggesj:,. the. 

impact, of individualistic values. More than othe^ people, Americans have 
tended to see the priinary goal of schooling in essentially individualistic 
terms: to help them get a job, to achieve personal fulfillment or self- 
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reaU^ation rather t/an as an instrument to n»ld citizens or to teach a 
common body of know/edge 1 Especially in recent decades. Americans have 



tended to view s/hooling as- a "resource" which helps meet their own 



hand/import^ stress is placed, upon how education should awaken in the 
individua/a sense of his participation in and relationships to a community 
and a tradition, as in France, for example. Such a sense 'of obligation 
seems extraordinarily powerful in Japan, where loyalty | the school 
becomes. very much a part of developing a broader loyalt| ,tJ.^ society 
as a whole. - Soviet educators make enormous efforts (t/ough^with what 
success is unclear), to overcome selfishness and individuality among stu- 
dents in favor of a career of collective or societal goals. More gen- 
erally, in virtually every society, education has been. s^n as a process 
: by which the individual learns his place in - the larger scheme of the 
.oral arid material world, a process of subof^a-txS^^ of... the individual 
■ to societal authority. ^2 

Some such subordination exists in American schools -today. Learning 
is not: highly individualized.' and there remain at least vestiges of a 
common body of knowW. values and moral maxims that virtually all 
students must learn. Th^B]^dge^alleg^ and the singing of school 
songs -stil? dramatize the suborl^^ the individual to a greater 
. authprity. But if we leave aside such special institutions as West 
-F^xsr^d-^WSli^r^^r^ W^P^^^ .honcr-srill resound.: 

the .rhetoric of duty .and obligation is not much heard today in contemporary 
American schools. Increasingly in recent decades educators have spoken 
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of the "rights" of students as well as. their res.ponsibilities , and of the 
obligations of schools to serve students rather than the moral claims 
"^-that— gc hools mig lrr have upon cheir students. ^3' 

Individualism shapes not only the goals of American education; it has 
also shaped its organization and structure. High school and college . 
curricula in America haie long been organized into a series of courses, 
each of which is evaluated" separately by the instructor teaching that" 
course and at least some 6f which are elected or chosen by the individual 
student. 2a In contrast to the system of external ^examinations in much of 
the rest of world, educational authority, and more specifically the 
authority to evaluate students, is extraordinarily decentralized. For 
example, in Japan, West Germany, Russia, or France a^smal 1 numbe r of 
•examinations taken over a couple of days time and graded by several 
usually- anonymous figures virtually determine one's whole educational 
fate. In the United States, on the other hand , the. authority, to evaluate 
students is spread over a substantial number of individual teachers and 

over many years. ' ■ " 

Instead of a system of . relatively uniform or national academic 
standa^rds, Americans leave the job of separating the able and the hard 
working students from others- to dozens of individual teachers, each of 
whomT^T'^oia^siT^ar-have^-qutt^^ of his own. And 

where.Americans !do use nat^ionalf tests, a& 
•scores to help make admission decisions, the tests are quite unlike 
European examinations in that there is no firm benchmark of a passing or 
failing mark nor any real [attempt to test knowledge of the particular 
subject matter which has been studied and worked up for th^ examina- 
tions. ^5 , • 



A system of examinations sets severe constraints oatlie^Jtded^^ 
iivd^tra^Mreactlgrr-ana-THa^^^ schools. Much of Japanese secondary 

education, and the later years of Russian and French secondary schooling, 
are dominated by forthcoming examinations . Teachers must teach the sylla- 
bus and curriculum which will 'be tested in the examination. Teachfng 
"methods, particularly in Japan, tend to be. those which it 'is thought 
/ will best ensure the rapid assimilation of large amounts of Tiiaterial. 
And sever.e limits are placed on the students' freedom of choice. ^The 
great bulk of clas sroom time must be spent pr^lpariiig for examinations 
which are offered only in a limited number and usually rather traditional 

» ... 

fields of study. 

Recent developments- do little. to change the sharp contrast between 

the American (and Canadian) course credit system and the national or 

- regional examination system of most of the rest of the world. Over the 

past twenty years,' tke authority of the traditional _ curriculum has 

senerally declined . and the amount of student choice increased in most 

societies,. but they have been kept severely in chepk by the limits imposed 

by the examination system. French students can now offer a greater 

variety of subjects at their baccalaureate examination, German students 

- recently have begun to enjoy more choice in th4 subjects for 'their Arbitur 

•(academic school final) examinations, and thy^ number of subjects in which 

the British student can take the "A" level ciheral Certificate of Education 

examinations has greatly increased: Bu/ decisions to add new subjects 

are made by national- or central educational authorities who see themselves 

as guardians of ; educational standard^^ and who are often acutely sensitive 

to the charge that any innovation mfeans a lowering of standards. Demands 
s;:r" ■ / ■ * , ' ^ 

■ that the curriculum be made more/relevant or responsive to student needs. 




have placed their seal of approval on them. 6 

By contrast, American secondary schools and universities have become 

c .... , , 

veritable 'supermarkets of educational choice. ^The traditional liberal 
arts curriculum never had the authority . that' it enjoyed in Europe. Nor 
was^. its legitimacy prevented from eros^^bn by central guardians of educa- 

Increagingly, therefore, ^aerican education has been 



tional standards, 
seen in individual! 
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Stic and anti-authoritarian i terms : \ not as submission . 
to a particular discipline or course^ of study but as a series of choices 
made by individuals in accordance with their needs. There is dfs.satis- 
f action among many at the disappearance of a core, curriculum ^^d a 
common course of study. But there are few signs of consensus as to wHat 
that core, should be, and consensus is a prerequisite for a reversal of 
recent trqnds. Ironically, both deeply held individualistic values, and ' 

Jthe decen±^talizjed--^charB-Ct£r -- of , ^ .authority , woirk to 

undermine attempts to prescribe a fixed course of study or ah unambiguotis 
set of educational standards. , 

'Our review of -the educational implications of some majo<r American 
values has left us convinced Voth of the importance of these values in 
shaping the American educational system and of their distinctiveness. 
On ei might say that, compared to people In , other advanced industrial 
- societies," Americans have held different cultural .assumptions about what 
\. education is for and what its outcomes should be. Americans have tended 
\to see education as a means' to ■ an" end rather than as a good in itself, 
have been far less overawed by the prestige of high culture than Europeans 
and have been reluctant to prescribe in any detail what any "well-educated" 
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eduVated" person should know. They have seen schooling both as a way to 
achieve success and mobility for each individual and as a way of achieving . 
aw^ve egalitarian society. Viewed separately, of course, none of these 
beliefs is distinctive, but seen as k complex, these values aire clearly,, 
distinguishable ftom those held by much of the rest of the worlcf. 'Let 
us illustrate this theme by contrasting the American values and the>U.S. 
educati^^y^tem with those of societies .about which little has be6n 
said thus^far".. the Soviet Union and Japan. 

Soviet Educational Values . The "Soviet Union and the United- States- 
have a number of apparent s^arities: both are societies born out of ; 
revolution which consciously attempted to. distance themselves from pre- 
vious tradition; both value egalitariani:sm and emphasize the importance ^ 
^nd dignity of \ the com'mon man; and both hay^r instrumental views of 
_schooiing so-W -vocational educatiot^-e^joys-gi^feeT^ official -pres1:tg^ 



than in Western Europe. 2? Soviet ^.educators made a conscious effort to 
cripple the 'prestige of the traditional curriculum Ind to increase" 
■respect for manual ybdr' and forotechrfical and vocational skills. At 
. the same time , ' there\ ware drastic. at tempts to reverse the previous tend- • 
ency towards the virtual exclusion of low status students from universi- 
ties \y a. policy of favoring the children of manual workers and excluding 
the children of former businessmen. In' this early period, much of the 
language of Soviet educators is reminiscent of, American progressivism - 
'and of John Dewey Ln particular .28 There was a strong thrust to break 
Hown' the barriers between life and education and between school and 
work, arid to abolish the'^ld disciplines in favor of \ newer tnterdisci- 
plinary curriculum. , - 
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U.se.»3 ,ult. cUar, hov,ever. that the Soviet ,.yste« has retreated 
a ,.eat deal £ro„ lt= earlier co.«lt„ent to these values. Stalin restored 
the traditional disciplinary boundaries and ended -uch of the e.perl^nta- 
tloh of'-the T^wlth the integration of school and work. Krushchev 
attempted to revive compulsory manual labor £0/ unlverlsty students, but 
rhls effort seems to have' £alled.29 In pedagogical style and In currl- 
cu.lum content indeed, the contemporary Soviet system Is deeply hierarchi- 
cal. Students have little Choice In «hat they .tudy, teaching methods 
JO not . encourage . student- participation, and the curriculum Is highly 
prescriptive and centrally determined. Examinations, though of a face- 
to-face nature," determine admlssl'on to a university . but access to presti- 
gious institutions remains strongly connected to possession of privileged 
sAtu.. The implicit values of the Soviet system, with its stres, upon 
eutt^rlty and hierarchy, are- rather close to those of the Europe of the 
1950s and far removed -from the contemporary U.S. 30 

The greatest difference between Soviet educational values and those 
of- western Europe and Merica is clearly the .tres_s upon collectivism as 
an ideal. Soviet educators stress repeatedly thaf their first objective 
is to make Soviet cltl.ens who live UP to the Idealof socialist man. 
The Ideal 'cltl.en fceeps the welfare of the collectlvlty)uppe.most In his 
. mind and is constantly willing to sacrifice individual Interest on behalf 
of that greater good. Soviet 'children are taught the parable ...of a 
twelve-year-old b?y' Who. on ascoverlhg that his .father was concealing 
his own private plot of l.nd in defiance of laws re,ui.lng collecttvl.a- 
•■ tlon. informed the authorities and, it Is hatdly necessary to add, saw 
his father executed for the offense. Such shunning ' of other^se" adml- 
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rable filial piety in favor of a higher duty to the collective exempli- 

•fies Soviet virtues. ^1 

In addition to such explicit moral teaching, Soviet schools try to 
harness the energies of the peer group to impress students with the 
importance of the collective rather than their own selfish interest. 
There is- competition within classes of '^tudents by rows as well as 
individual competition. Able students are expected to help those failing 
with their work. There is a close articulation between school clubs and 
societies and the nationwide organizations of Soviet youth: the Young 

Pioneers and the Komsomol. 

Reports by Western observers of the effectiveness of this system in 
instilling loyalty to the collective vary a great deal. In the early 
I960's, Bronfennbrenner described what he claimed was a highly effective 
system for enlisting the energies of the peer group in support of school 
and official goals. He argued that in America, by contrast, there had 
been a massive erosion in society's control over youth since World War 
II: family, youth organizations, and school organizations having lost 
their effectiveness with the result that most African youth were, in the 
early 1960's. aimless and bored. 32 Quite, explicitly. Bronfennbrenner 
points out, the Soviet Union as a model of how to enlist youthful energies 

for societal goals. : 

Hedrick Smith, on the other hand, who both spoke Russian fluently 
. and whose children went to Soviet schools, paints a very different picture 
of the system in the mid 1970s. 33 Smith reports that older stude.nts hold, 
as cynical an attitude toward the Russian school system as other Soviet 
.citizens hold concerning other Soviet institutions. He notes that al- 

.. though the official prestige system rewards students who support the 

/ 
•I 
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practice of informing on other students who break school rules, informal 
prestige among students is not allocated on this basis. Smith argues 
that- the ideal qualities of the new Soviet man have little resemblance 
to how Soviet youth behave with each other. The difference between 
Smith aW Bronfennbrenner^ may reflect a ten year gap between the visits 
of the two men; but it may also arise from the fact that- Bronf ennbrenner 
was confined to classrooms selected by the educational authorities. We 
tend to think the Smith's account conforms more closely to current reali- 
ties. ^4 

We think it reasonable, therefore, to speak of ' the Soviet system as 
one which, is questionably effective in transmitting its key values and 
which is characterized by a large gap between official values and implicit 
values. The° fierce competition among individuals for admission to 
universities, the authoritarian character of teaching methods, the rela- 
tive lack of discretion and choice in the curriculum for students - all 
display an implicit message which is rather different from the official 
values of the Soviet system. ' 

Japanese Educational Values . The Japanese educational system pro- 
vides an instructive contrast to both the Soviet and the American. What 
is perhaps most notable about the Japanese system— and this seems true 
of Japanese industry as well as Japanese educational institutions— is 
the amount of cooperative and selfless behavior which is married tq a 
fierce competitive spirit, a combination which seems contradictory to 
Westerners. In a number of respects, .ironically, Japanese school chil- 
dren display the qualities that the Soviet system hopes to encourage in 
their students. 
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• w, for example, have virtually no Janitorial staff. ^5 

Japanese schools, ror exampxc, 

r« Dlav the major role in cleaning 
Students aiid teachers are expected to play 

, . 1^ ThP more able students are 

buildings and serving lunchtime meals. The more . 

J ^ Koin fhe less able students with 
expected to (and by all accounts do), help the 

their „or.. Japanese school children, furt.,ermore. ■'yearn for the day 
*cn they can don (sc^ol, uniform *ich gives them identity and sta- 
.US.-36 High levels of participation in school clubs and societies, 
„ce.ly school assembUes where songs are sung and inspirational messages 
read, and the importance of friendships made in scho-ol for later life - 
,il th.se are evidence that sch.ol solidarity and school spirit are 
stronger in .apan than in either the Soviet Union or the contemporary 
united States. Even the examination system, with its fierce competition 
for scarce places at prestigious secondary schools or universities ,^does 
.„t ap^ar to undermine peer classroom or school solidarity./ 7 The 
examinations are national so that it is theoretically possible, though 
lively, for all the students in a particular sctaol to pass. Further- 
^re, unlike the case of the American grading system, one's own failure 
,oes not imply- an acquaintance's success. .apanes'e school children 
are encouraged to wor. for the honor and glory of their school, their 
class and their family in these examinations. 

The Japanese educational system is a.good example of the premises 
with *ichwe introduced this section: that official state^nts of purpose 
or objectives are a much less significant guide to the messages and ideals 
conveyed by sc^ol systems than the long-standing values' of the culture 
as a whole. During the American occupation. Japan promulgated a new 
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Fundataental Law of Education which replaced the objectives of -loyalty 
and filial piety" and "national unity" with the distinctly progtfessive 
ideals of "full development of the personality." "individual dignity." 
and "independent spirit. "38 The emphasis on duties was replaced with an^ 
emphasis on rights, and the stress on nationalism and patriotism was 
changed" to a new emphasis upon the " United Nations and International 
cooperation. Under American pressure, the schools were radically decen- 
tralized and elected local boards were established, much of'the tradi- 
tional "morals" curriculum was replaced by American style social studies, 
and the traditional teaching method of dictating the text was much criti- 
cized and officially abandoned. 39 In the early years of the Occupation, 
the Japanese-, who were in no position to resist, embraced virtually all 
of th^se and other recommended changes (with the notable excerption of 
the Romanization of the alphabet). ^0 Junior high schools were esta- 
blished, comprehensive high schools began to replace the old separate 
vocational and academic schools, the curriculum was radically revamped, 
and new educational objectives reflecting these more progressive ideals 

were drawn up. ^ 

Some, of the American influenced proposals-the decentralization of 

education, the establishment of comprehensive high .schools , the abolition 
of the teaching -of Japanese mythology-w^re virtually stillborn and 
disappearad-sTfortly after the Occupation ended. Others-the recommenda- 
tion for junior high schools, the broadening of access to higher educa- 
tion, the introduction of coeducation-were adopted enthusiastically and 
are now successfully institutionalized. But a number of proposals whi<?h 
are embraced by the Japanese have come to be interpreted in a rather 
different spirit- than what their original American advocates envisioned. 
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one of the innovations in the. .social studies courses was the establish- 
ment of discussion of social issues, hut that discussion has remained a 
search for /the "correct position rather than an airing of diverging 
points of view/l It is still likely to be dominated not only by the 
teacher but by the position advobated in the approved textbook "chosen by 
the Ministry of Education in Tokyo. No doubt teaching styles did become 
more flexible in the post-war period; but even as late as the early 
1970s many teachers dictated from the text and students were expected to 
memorize vast '.mounts of material. At the beginning of the first class 
period, furthermore, students in many classrooms still rise and chorus 
"Good morning, teacher." and at the end rise again, bow, and thank the 
teacher for the lesson. Student desks in Japan are still almost uni- 
versally arranged in rows rather than in ci.rcles or in horseshoes; and 
teacher desks remain on raised platforms symbolizing their high 
authority. ^2 

Implicitly, therefore. Japanese schools are conveying very different 
messages to their students than ' those which were inten^ied > American 
progressive educators during the Occupation. They imply what, to American 
eyes at least, is an extraordinarily high level of deference to authority: 
a sense that the individual has very serious obligations towards the 
community, the society and the School before he may indulge in private 
interests. There is some evidence furthermore, that Japanese children 
are very satisfied with this particular regimen and that they believe 
what they are taught ^^3 
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THE STRUCTURE AND ORGANIZATION OF EDUCATIONAL SYSTEMS. 



The GQ,n&rol of Educational Systems 



One way to compare the locus of power and control in educational 
systems would be to provide a kind of organizational chart for different 
countries. Thus, in centralijfed systems, decisions could be shown flowing 
down the organizational hierar^l^ from Ministers of Education to regional" 
administrators to school superintendents (or their equivalent) and then 
to teachers and their students. In decentralized systems, a more complex 
model could be presented showing how, in theory at least, grass roots 
support at .the local level affects, day to da^educational decisions'. 6ut 
we think -'such a formal approach i^.^ften misleading as a guide to how 
important decisions are actually made.. From -a strictly formal point of 
view, for example, Japan c. 1950, with its locally elected and American 
inspired school boards, was as decentralized a system as the United 
States in its educational decision-making. ^4 Even by that time, how- 
ever. Effective power h'ad reverted to the Ministry of Education, although 
school board elections continued to be held. 

Instead of this forthal approach, therefore, we would rather offer 
judgements concerning the effective locus of power in such matters as 
school organization, curriculum and personnel policies. Viewed in this 
way, the Soviet Union, France and Japan stand out as highly centralized 
systems where virtually every important' educational decision is made at 
the national level. ' England and Germany, though very different from one 
another, are cases of mixed local, regional and central control. And in 
this r^sp^ct (as in so many others), , the United States stands, with much 



Qf Canada, virtually alone at the other end of the continuum, as perhaps 
the only remaining example/^of ' an educational system where local control 

ns of state and federal courts, 
impact on standards, funding, 



is usually decisive. Although the 
in recent years, have increasingly 
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omitigs — for allowing the child 
on homework. In considerable 
i<^ely weaker power of parents 



and other matters, considerable local and popular control is still evi- 

dent. ^ . • 

To the extent that power to make ed|cational decisions is central- 
ized, the role of parents and of local cLmunity opinion, is minimized. 
In the Soviet Union, for .example , parents are often criticized to their 
face by teachers for their child's shortcc 
to stay up late, or for failing to insist 
part, this relationship reflects the rela 

and the greater prestige of teachers thJt seems to be associated with 
centralized systems. Japanese ^-Soviet aid French teachers are in fact 
civil servants, paid a salary by the cejtral government and enjoy/ con- 
siderable independence from parental or immunity control. ^5 Teachers' 
career paths often involve considerable geographic mobility. A French 
secondary teacher, for example, might expect to begin a career in a 
small provincial town as. one of two subject matter specialists in the 
school, rise gradually in a series of jobs to department head, and end 
a career as a vice principal ot principal irt the largest sfchool in a big 
city in another part of the country.^6 In these respects, the teacher 
lives in the community but is not, in the American sense,, a part of the 
community, . 
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,In these three societies, the curriculum is also centrally deter- 
ndned. In Japan, for example . a .great deal of effort is made to create 
the best and most "objective" textbook which thep becomes the official 
textbook for a particular l:ourse .of sjtudy throughout Japan. Textbooks 
and curriculum guides are siUlarly uniform throughout France and through-, 
out the Russian republic: It is not only the students who have little 
choice; teachers' and principals also have little control over the 
curriculum* 

Central control of education means that educational change, when it 
occurs, is likely to be planned change. A great deal of this, > planning 
has taken place in Europe in the last 25 years. ^7 While the expansion of ' 
American four year colleges after World War II and the extraordinarily 
rapid growth of junior colleges and private vocational schools was, in 
considejrable part, a market response to student demand, the European 
expansiU of higher education has been shaped by professional educational 
planners. New uniVersi ties, polytechnics and technical schools were 
created. after World War II as part of what was in many countries a national 
plan of. educational expansion. ^8 Planners' conceptions of likely future 
educational needs aS welf as political ^pressures and student demands 
helped shape the expansion of higher education in much of Western Europe. 
Planners' projections were frequently wrong-student demands shifted, 
educational fashions as to what was relevant and worth studying changed, 
and the huge increase in demand for college graduates, which was antici- 
\patedin the 1960s, failed to materialize in the' 1970s. The British 
. government, to take one example, is now engaged in the painful task of 
partial or total elimination of a numbed of the institutions that it 



35 



created ip the last quarter century /9 This suggests that /planners 

" ■ ' , ' • • ' • 

cannot necessarily forecast the future better than the market. / 

'J 

Central educational planning has also been important in the trans-' 

formation of secondary education si^nce World War II. In virt^Ually^every 

• •. * ■ ' - /■' 

country, there has emerged a recognition that separate schools for able 



and for less able students tend to work to the. disadvantage 0f low status 
children, and that access to schools should be- dembicrati/zed and made 
less selective. 5o It is not clear that these beliefs wei/e held by the 
mas^ of the population in most countries; indeed, there Als considerable 
evidence from a number of countries of deeply felt opposition to the aboli- 

I • ' * ■ . . ; . ■ . r • • 

tion of the old separate college preparatory schools and /their replacement 
by comprehensive schools on the American model. In ^arge part, educa- 
tional change in centralized systems does not originate from , popular 
opinion as much as from theories about how to achie/e equality of access 



or to discover "talent." Centralized systems provide a greater role for 
educational experts and educational planners and 4o the ideas and .theo- 

■ / c ' ■ ' ■ ■ 

ries of intellectuals than do decentralized systems. -^1 

Inmost of these"; respects, the U.S. offers the greatest possible 
contrast. America does not have a federal /sys tem of„ influence over 
education as much as local control." In a very real sense, primary and 
secondary schools are creatures of local / government and of popularly 
elected school boards. Local property taxes continue to supply slightly 
over half of all elementary and secondary school revenues, with the 
wealthier districts contributing rather' higher percentages and the poorer 
districts rather loS/er percentages. In recent decades, this percentage 
has been reduced (even more sharply in Canada). State and federal govern- 
ments have greatly increased their influence 'Over education, particularly 
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in the areas of minority education, busing, and in the education of the 
handicapped. ^2 ^But although the states control Nteacher training and 
specify curricular guidelines , | they do not employ teachers or hire or 
fire principals. Nor do they usually decide' whether sex education should 
be taught in the school or whether> Lady Chatterly's Lover should be in 
the library. In a way that would be incomprehensible to most Europeans 
and Japanese, many American high school principals must worry least 
their teachers be found' in compromising positions- and can; be faced with 
demands from angry parents for their abrupt' dismissal on grounds of 
moral turpitude. , . , , 

Local' control tends to ' be' associated with low status. of teachers., 
American teachers are believed to be answerable to the local community 
and t)a.rents in particular both for their own and their students ' "conduct 
and performance; In contrast to French or Japanese- teachers, contemporary 
American teachers routinely seem to suffer from" harrangues of angry 
parents , even " if demands for their behavioral and moral conformity are 
las s^ exact ing ^ than was the case in the past. And althouj^h, in large 
cities, both the pay and professional autonomy of teachers are somewhat 
more favorable, ^ given the current condition of local finances and the 

public's current disillusionment with schooling, the prospects for Ameri- 

-/ 

can teachers nationwide can only be described as dismal. ^3 

Local control of education has also accentuated the utilitarian and 
vocational emphasis described earlier. The vocational . thrust of American 
high schools has long been noted. In ' theirrs tudy of Muncie, Indiana, in 
the 1920s, for example, the Lynds' pointed\ dl^t that, perhap's because of 



the higher \wages they could command outside, vocation.al. and 'shop' 
teachers werg paid more than the rest of the teaching staff and that it 

\rr 

was the vdcatVional curriculum which was most stressed by the school on 
civic and cexkmonial occasions. ^4 Although these tendencies have been 
reduced in recd^nt decades,; as smaller school districts have been consoli- 
dated into largbr ones and cosmopolitan ideas previously restricted to 
..the large citieSj have spread ^ throughout the ^society, large numbers of 
high schools rtusti still gain local political* support fot scarce^e venues 
by stressing how their educational programs are useful in a quite speci- 
fic vocational s^nse. American schools must justify and explain their 
activitips^o local business elites whose view of education is likely to 
be moreNi^irrowly vocational than that of the national*" elite to which more 
centralized systen^s appeal. 

the decentralization of the American system finally makes long range 
educational planning or even a national educational policy difficult if 
not Impossible. It is both significant ^nd ironic, for example, that we 
are presenting this paper in Washington and not in Springfield , Illinois, 
Jackson, Mississippi, or Austin , Texas . Educational expertise- and new 

educational ideas are' concentrated in this Country , as elsewhere, in the 

. <» * _^ ■ 

same places as expertise and new knowledge in general: in the large 

\i ' ^ , ' ■ 

cities, in the central government, in the major universities. State 

governments (with the conspicuous exception of Calif ornia)^ do not rou- 
tinely commission papers on high schoo.l physics in Russia or in Japan. ^5 
Whatever many virtues they may possess, state capitals (unless they are 
in the largest city) are not usually full of the best educational talent 
in that particular state, still, less in the nation as. a whole. The 
irony, of course, is that the states and the local communities have the 
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power t'o introduce such innovations as new certification requirements 
for high school teachers of science or to require that all students 'must 
take a serious mathematics course_ or study a foreign .language in order 
to graduate from high school. Thus, there, are severe limits ia the 
extent to ' which .national educational problems ^ United State°s can 
be addresed nationally. 56 V . 

* 

' selectivity of Educational Systems I 

Compared with virtually all other Indus triai societies,, the United 

b , 
States has an extraordinarily non-selective educational system. In the 

- ft 

Unfted States (and virtually nowhere else until very recently), it is 
possible for^ a mildly .persistent but singularly untalented student to 
complete high school, attend -a two yeap ccollege, transfer to a four year. 
instltut:i.on and obtain a bachelbr's degree. Virtually every other society . 
places a series of checkpoints along this path so as to screen out' the 
less able or determined students. In Britain and France, a series of 
examinations render it unlikely that such a student would achieve; a 
university place. ~ In the unlikely event that this occurred, examinations 
at universities would ^screen out the^ student before graduation. In 
Germany or Japan, furthermore, this hypothetical student would probably 
not' be admitted- to the academic preparatory secondary school, and thus, 
would have almost no chance to attend a non-vocational higher educational 
institution.^? 

But this example oversimplifies a complex matter. The contrast 
between the American apd Canadian sysfitews and those of most other societies 
in this. regard is really three-fold. First, the American system permits 
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or encourages Wgh percentages ' of students to remain in the. syste. .for . 
long perioC^ ^time. Second, the" American system tends not to erect 
boundaries between high and low status education either in 



clearly marked 



the form of^epafeate schools or. in the form of impermeable divisions 
within schools. " FiVlly. the American system tends to select by attrition 
rather than examinatln. American students tend to drop out as often as 

they are flunked oiit. \ • ' ' 

'Although America re\ains considerably ahead of the 'rest of the world, 
in the number of years that students spend in schooling, the differences 
have narrowed dramatically. Japan and the Soviet Union, for example, now 
approach or equal Americai^^ rates for secondary cOmpletiotv.58 The expan- 
sion of higher education in virtually all countries has been even more 
rapi4 than in the United States, so that .by the end of the 1970's a 
number of countries begkn to 'approach or surpass the 25% rate of atten- 
dance achieved by the U.S. in the mid-l96&'s. In much off u,ppe and 
Japan, the size of, the more prestigious institutions has greatly in- 
creased^-Rome as the most extreme example, now has over' 150.000 students. 

This expansion has been accomj^nied' by changes in how students are 
selected. Early , selection for an academic secondary school has been 
either postponed %r abolished entirely. Some societies, ftotably England 
and Sweden, have 'adopted a comprehensive secondary model , in which 
selection occurs within the institution. Othets. like Japan, have kept 
the division between the academic more prestigious secondary school and 
. the Vbcational school but have introduced comprehensive schooli for the 
Junior high school years. In visually all societies, furthermore, there 
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has; be'en an expansion la the percentage, of- students enrolled in school^ 
or curricula which are ^academically or college oriented . , At the secondary 
as^ell as the postsecondary level, the problem of selection has been 
addressed partly .by allowing more students to^ take the same kind of, 
curriculum that wak previously reserved for the small minority. ^ 

Despite this evidence of • convergence, between the American system and 
the rest of the industrialized world, the differences remain profound. 
Access has been' democratized almost everywhere, but the process of 
democratization remains controlled by ^aminations which imply the exist- 
ence' of agreed upon academic standards. Examinations, in turn, .mean 
that boundaries between different^ kinds of institutions and between 
• curricula Vithin institutions ar% relatively impermeable. At first 
sight, for example, comprehens.lve .cho6ls in England may resemble' Ameri- " 
can comprehensive schools .59 Certainly . they aim.' td -overcome the., kind ■ 
of rigid divisions Between curricula and students which characterized 
the difference between the old academic preparatory ''grammar schools 
and the .sec^aryj^oderr^^ °- f'^' '^^^ ^^^^ °' 

the student body in the new comprehensive schools aje preparing for. the 
relatively prestigious General Certificate of Education Examination and^ 
the remainder for the much less prestigious Certificate in Secondary 
Education, and sometime^ for no examination. The difference in the 
,curricu^a appropriate for 'preparation for these two examinations is 
substantial. And since tl.e curricula are different as a whole-in Math. 
English, History, and languages-they are difficult to move between. 
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• Thi.^ tendency toward impermeable boundaries which, is characteristic 
of examination based systems is also visible in higher education. Ameri- - 
can universities, with the conspicuous exception - of Harvard, allow the 
ready transfer of courses and credits from one institution to anot>ier. 
T^us. students can move sharply upward in educational prestige . froA a 
community college to a major state university because of the; (probabW 
fictional) assumption that an introductory biology course at both insti- 
tutions is comparable. In the American and Canadian system, courses and 
credits are a kind of currency, which, with minor exceptions, is accepted 
virtually everywhere. 'sut elsewhere, with the possible exception of 
west Germany, transferring ^between institutions tends to be difficult. ^0 
. Difficult and demanding eWnation. .either before admission (in 'the 
.' Japanese case) or before graduation, separate' .the more prestigious insti- 
tutions' from others as guardians of high educational standards, standards 
which would be threatened by easy mover^^ent from lesser institutions. 

Because of the existence of examinations . therefore, selectivity 
takes on a different character outside North America. Courses and credits 
create a system of equivalence of the knowledge or skills acquired at 
different institutions or by different students within the same institu- 
tions.. Differences in prestige exist, of course, but they do not 
approach the sharpness of the differences between institutions in other 
nations. Examinations, by contrast, often tend to be associated with 
almost caste-like ^divisions between institutions and sharp distinctions 
between those students who are preparing for prestigious examinations 
ar«i those ^^who are not. Thus, in Ontario . in the W's when the old 
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British inspired secondary school examination system was still in place, 
divisions between tracks or streams of the high school were equivalent 
to the division between separate schools. ^1 With the replacement of 
examinations by a course credit system, the boundaries between academic 

Q 

and vocational tracks were reduc(?d. 

■ * "* 

' All these differences are differences of degree, not of kind. 
Community colleges,, for example, complain that their unique mission is 
not sufficiently appreciated and that th^y are regarded mer-^ly as inferior 
kinds of colleges. American high school students enrolled in primarily 
vocational courses may feel that there are virtually caste-like divisions 
between them and the students who will be gbing on to college.. The 

* American system of education exhibits a hierarchy of prestige.* Some* Amer- 
ican s tudents still feel excluded from any activities that are highly 

j valued, many students fail to make the grade in their freshman year in 
college, and in some states a goodly proportion fail high school equi- 
valency examinations. ^ ... - 7 

But the contrast with Japan, France or England is still significant..' 
In all thes'e societies, the hierarchy . of educational prestige among 
institutions and between curricula is more clear cut than in the United 
States. And perhaps psychologically more important, the experience of 
failure and exclusion is more prevalent. Not only are students excluded 
(some choose to exclude themselves) from schools or tracks which prepare 
for particular examinations, but examination failure is common. A tiny 
percentage pass every hurdle and ' graduate with high honors from the 
Universities of Cambridge, Oxford or the Sorbonne. But the great majority 
fail at some (usually rather early) point in this journey and learn in a 
rather unambiguous way that "they are not good enough." These blows to 
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. ,-1^ Kv ;i svstem of high selectivity and 
self-esteem are the price paid by ^ system o b /- 

unambiguous educational standards. ^2 

.purcoMES cAND,' 'Implications. 

- Compariag.the-^L of .^iUent ; educational systems is rather. 
liUe comparing .pples and oranges /^rst. the diff^ences in selectivity 
that we have noted make any co^lrisons of educational attainment between 
the U.S. and other countri^^' very difficult. In the mid-1960s, for 
example, comparing mathematL achievement among 17 year olds, in Germany. 
France, and the U.S. involved comparing the achievement of somewhat less ^ 
than 20% of th, age group in France and Germany with, somewhat over 70% in | 
the age group in the U.S. ' American 17 year olds ; in .the , mid-i960s | 

continued to be in school and continued to "study mathematics . 63 In ^cJ.^ 
of Europe, on the pther hand, far fewer 17 year olds were in school atj 
all. and of thoseJha^_j^m^n^d__manyj^^ 



having started to specialize in other subjects. 

comparing the performance or achievements of college students is even 
HK^re difficult. one cannot compare the achievements of students in 
. universities which are both highly selective and where all students have 
specialized early and intensively with the achievement of stude'nts in 
typically non-selective American four year institutions. i^hich system 
one prefers depends on one's , values and on how on. ranks the various 
"goods" of equal access, opportunity, intensive speciaUzation. general 
education and educational standards. ' ' 

; Second, comparisons of different countries are treacherous because 

•^u,-^A ^-if fprentlv in different societies', 
educational objectives are weighted differently 
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It has become fashionable in the last few years, for example, as it was. 
fashionable in the 1950s, to lament the decline of literacy. H Fre- 
quently, this seems to mean the increasing- use of inelegant or jargon- 
laden phrases-.as well as the^ increasing incidence of gro^:esque grammatical 
or spelKng errors. ^French or .British or German students, it is often 
said, are vastly superior in this regard. But while this is perhaps 
true, it is also quite misleaing because it assumes that American educa- 
tion, and American society, in general, places as l^igh a relative value 
on'cultivated and elegant speech and writing as do. these other socie- 
ties. Outside of relatively small literary circles and a few prestigious 
universities, howeVer, this seems hardly the case. American presidents 
do not (as a French president , recently did) appear on a literary 
game show to demonstrate their Icnowledge of . poetry. Elegance and ref ine- 
-ment of style,, as John ^in»n aW William Safire p oint 'out virtu^ll^^ 
^^^7"^77^rii^i>^ or emulated in our media , on public 

platforms or in our classrooms. \Ame¥i,can students spend little if any 
time writing "precis" bf the work , of famous authors and infrequently 
write esays whose evaluation depends upon their clarit^ and elegance. 

Closely telated to this theme is the problem of standards in American 
educaei^n and the difficulty of comparinjg systems where standards are 
'essentially imposed upon schools by external examinations with systems 
where standards must arise out of myriad decisions of individual teachers 
balancing the clkims of academic rigor with all the other objectives that 
-they wish .evaluation to accomplish. For all the current rhetoric about 
'Accountability of teachers and schools, it is far from clear against 
which standards American teachers can or should evaluate students since 
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tends to be a moving one, risin 
rises and falls. And these grade 



no external, criteria of excellency or high achievement are universally 
accepted or even available. 65 La,:king such an external standard, vir- 
tually all that remains for th^ guidance of the evaluator are the actual 
achie/ements of a ■teacher's currer± students and the remembered achieve- 
ments of, previous students. The ALerican standard of grading, therefore, 

ig and falling as student achievement 
;s, of course, must serve the function 
not merely of evaluation but alio of motivation: an objective which 
could hardly be acheived by failing one-third of the student body as 
many examinations in other countries routinely do. 

' If we define excellence as the maintenance of high academic standards 

(and that is . one , though a limited. 'definition) , one could say that the 
whole thrust, of the Merican^catl^^ 

^di^^^tioTT^ther values, such as givirig •encouragenient to the average 
student, motivating the less able student, and meeting community, demands 
for useful knowledge, >ve historically taken precedence in Ainetica over 
,^he maintenance of centrally determined and' unyielding standards against 
which both students and schools could be measured. Consider, for example, 
the likely reaction if faculty at leading universities were, to devise 
and perhaps even grade examinations for college students at unselective 

.^universities, community colleges or high schools. Yet, this or something 
rather close to iti; is standard procedure in England and several conti- 
nental European countries where the maintenance of standards is of great 
importance. 

•For all these reasons, therefore, comparisons of educational achieve- 
ment in different societies are extraordinarily ' difficult .. Since itis 
our understanding that oTl^-are~Tepor ting , on these differences, we 
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simply note here that such comparisons are generally not to the advantage 
of the u/s. even after adjustments have been made for selectivity . ^6 
In achievements in science and mathematics, in particular, American 
students fall behind those of most other industrialized countries and a 
considerable way behind Japan, a country which manages to achieve not 
only high achievement levels for the minority of giif ted-^s tudents but high 
average achievement as welli^7 

If achievement levels irt American schools are generally low by com- 
parison with those in other industrialized societies this may reflect 
differences in both curriculum and in the amount pf homework assigned. 8 
By comparision witl^* the Soviet Union and Japan, American students tend 
to spend relatively few classroom hours studying the sciences, in a sys- 
temm atic ^ay, far less time i n mathematics, and appear to ^be assigned^ 
perha{)s half as much ..homework as' Japanese and Russian students. ^9 And 
while comparisons with countries which encourage earlier specialization 
'aire highly problematic j it appears that here, too, American high school 
student.s do not work very hard ' and attain rather low 'leveis of. mastery 
of most subjects. , ' ^ 

- In considerable p^rt, as we have repeatedly, emphasized, these 

- ..... . _ ■ ) - • ' 

differences result from cultural emphases and the organization of American 
education rather than ^from what might be considered a failure in the 
system itself to deliver what it promises it can deliver. Thus, it would 
be foolish for us to become righteously indignant because French or British 
students achieve yhigh levels of lite^tary proficiency while ignoring the 
fact that French middle class adults, by comparison with Americans, are 
singularly incapable of a jsimple home repair. We can deplore the pragmatic 
values which produced these different outcomes, but it seems profitless to 
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claim thatythe schools are failing when such "failure" reflects long- 
Standing priorities and preferences. ir\^ American culture. Criticisms of 
the relative absence of foreign languages in Amerian schools, for example, 
of ten .seem to ignore the fact of a more general societal lack of inter- 

t . .. ■ 

est in events occuring outside the English speaking world as well as the 
lack of kind of obvious immediate utility that, for example; a foreign 
language has for a typical Dutchman. ^0 No doubt Americans should be 
less insular than they are, and it i6. distressing to find evidence which 
sugges^ts' that they have become less rather than more internationally 
minded in the last 10 years. But it is rather unreasonable to blame our 
educational system for reflecting societal insularity and for placing 
its priorities in directions that most people prefer. ^1 

At the same time however , we do not believe that all of these dif- 
ferences in achievement and in what appears to be a relative lack of 
academic effort on the American side can be thus "explained away." We 

. haye stressed differences in emphases and 'objectives precisely because 
Americans spme'times forget . their tendency to believe that the grass is 

' greener somewhere elsje, and 'to think that' all educational objectives can 
be simultaneously maximized: equality and academic standards, high cul- 
ture and practical skills, "discovery learning" and acquisition of vaslT 
amounts of factual knowledge. There is considerable and disturbing 

" evidence, however, that, in important respects-, secondary education in the 
U.S. has deteriorated significantly in the last 25 years,. with the possible 
result that the gap between ourselves and ot|ier industrialized, societies 
has widened. 

The major evidence for the argument that achievement has fallen con- 
y/ists of changes in standardized test scores administered over time to 



large numbers ofXhigh school students. ^2 (It is important to note here 
that there is no evidence of a decline_in the test scores of elementary 
school students, a fact which should be borne in mind throughout the 
following discussion.) The results of several rather sophisticated 
analyses of this data indicate that there is little doubt that the decline 
in SAT scores from the mid 1940s to 1980 represented a real fall in levels 
of academic achievement .^S Studies of the effects of an increase of 
proportion: ^tf the xohort taking the test suggest that in the 1970s, where 
most of the decline is concentrated, only about one-third of the fall 
could be . sp explained. 74 Furthermore , ocareful research on the cdntent of 
the tests suggests that they have become rather easier, and thus, the 
real decline is understated rather thkn overstated. ' In addition, and 
potentially most- serious of all, the absolute number of students scoring 
above 700 on each part of the test (Verbal and mathematical) has,, fallen,, 
suggesting that the most able students, assuming they are st; ill taking 
the tests (wXich is not absolutely clear),; are Jearning less than they 
used to .'76 Steadies of , other sources of test data indicate, in the 
majority of casds\^ . decline in ' academic achievement among high school 
students over the same^period."^7 ^ ^ 

The evidence for Imig teriThistorical trends ' is much weker; but 
studies of the comparativeV^ading ability over long periods of time and 
studies of trends in I.Q. scores over this century have not supported 
what some conservative critics allege is a steady decline in the intellec- 
tual skills of the population since the 1920s or 1930s. 78 The decline 
in academic achievement among high school students, therefore, does not 
sekm to be part of the long secular tret^d, and since- elementary scores 



43 



have not declined similarly . it. would not ^em " appropriate to explain 
the decUne with reference to^changes in child faring or early childhood 
.experiences • 

79 

' Yet. a. number of other Changes over the same pe\iod suggest possible 
but' partial explanations of th; decline in achieveme^H^ There seems to 
be a 'decline In homework during, the period over th^ tWy-year period 
fr 6m 'i960 to the present.' and 4f widespread reports of\failure to do 
homework on the part of large numbers of students are to be Wieved. the 
•decline in homework assignments may understate the extent of the decline 
in work accomplished. 80 Eleptive course enrollments increased greatly 
. over the period and it appears that there has been a-' reduction ;Ln the 
number of hours spent in studying those. , subjects ■ which would be most 
relevant for performance oh the' SAT tes^ts.'Sl Absenteeism. r,ates in high 
: schools^ncreased during the late sixties and early seventies .. as did 
reports of student assults\upon teachers . ^2 ' All of these changes, it 
should ba noted, took place\ against a background of generally rising 
grades' given to students i\ high . schools for. what, apparently, was, 
increasingly less satisfacto/y work. 83 Thus, by this measure, at least, 
academic standards fell during the period in question. = 

Research currently in progress by one of the authors of this report 
indicates a number of ■ shifts in the character of the relationship betwen 
high schools and students over the past JO years which may illuminate these 
discouraging trends.- School assemblies; prize winning ceremonies and ban- 
quets have tended to disappear or have become much less frequent than 
they were in the past. There is soife 'evidence , though not conclusive, 
'that attendance at sporting events and try-outs for school teams have 
fallen off. Membership in school " clubs and societies seems to have 
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declined. In one small town school in Massachusetts, for example, mem- 
bership fell from over 60% of "the student body in 1960 to rather less 
than 35% of the student body in 1979.84 Many schools which were bee- 
hives of social activity ill the late afternoon 'in the early sixties are 
now often virtually deserted by. 2:30 or 3:0Q.'. School^ attempt less 
control over the deportment, and demeanor of s tudents 1:han in the past, 
from such matters as running, in corridors to twisting in one's seat in 
class, or chewing gum or smoking on school grounds.. These changes partly 
reflect new- concqptions of'"student rights" in which high school students 
come-to be defined much- more as adults with rights than as children with 
privileges . 85 And_jLJL may,.JieLL-Jie_:that^^^^ or narrowing in 

scope; 'of the school's authority that these rights . symbolize is related' 
to a more general decline in the ability of schools to get students to 
do homework and to attend class • Regularly and on time. 85 

%s conservative critics ^ggest, these changes may reflect the 
influence of deeply held progressive ideas over the last twenty years: a 
surrender of traditional school authority as educators became convinced 
that schools should be less repressive" and "authoritarian" atid should 
meet "students needs". The loss of morale and solidarity may also repre- 
sentthe strain of the extraordinary demographic bulge of the 1960s and 
early 1970s combined with increasing retention rates. As the market for 
unskilled teenagers deteriorated, h\gh schools faced Increasing numbers of 
students who would' not traditionally have been high school graduates and 
found themselves having to play a babysitting or holding operation at a 
time when the courts and public opini|)n-^ere placing severe limits on 
their coercive authority. High schools have also became more rationalized 
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aud. impersonal institutions over the last 20 years. 87 The consolidation 
of' school distri^cts and the 'incre^^^^ of the late 1960s and 

early 1970s made many schools much larger--a fact which we shoixld note . 
was probably very important in . making increasing number of elective 
courses possible. Schools Ijegan to hire more specialists— vocational 
counselors, psj^ohologists, specialized adininistrators-who have tended 
to usurp the traditional 'liultifaceted. wle of teachers, who in turn, it 
seems, have tended^to^Vathxlraw- from the extra-cur^ric.ular activities that 
were expected ofthem in the past. Relationships between administrators 
and students, too, have tended to take on a more impersonal and bureau- 
craTrc-Hiafa^terT rlfl^ in^titu- 
' .tionsV,tte aetlining ' frequency of berembnies ' at which administrators 
were visible -ta students in' other "than a disciplinary role ^ and the 
increasing importance of' wtitten rules' and regulations governing the 
relations hip s.lxetween schools arid- students as the •.courts have become 
more involved in 'the life of feducational .institutions. As a result of 
all 6f these changes , it' is likely that the school has become for many 
students simply a physical place where-they do work and receive credit 
rather than an institution to which students owe loyalty or fbr which 
they feel af fect-ion.88 

But there are also a number of chariges in youthful behavior as a 
whole during the list two decades which help explain some of the difficul- 
ties schools have been facing. Rates of, teenage pregnancy', despite 
increasing contraceptive knowledge, have increased sharply. Rapid in- 
crease in drug usage has occurred and spread to earlier age gro'ups.89 
Perhaps most notable of --all-, a sharp increase in youthful suicide has 
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taken place, an Indication perhaps of aa' in^xe^sing .disturbance in the 
collective psyche of American youth during t'he last 15 or 20 year^.^O 
Interestingly enough, there is some evidence (although it is almost 
entirely impressio^nistic) that similar trends in youthful behavior' are 
evident in Japan, Soviet Union and a number of Western European coun- 
tries. In many of these countries, we have reports of increasing rates 
of suicide, far greater rates of juvenile delinquency, sexual activity 
at an earlier age, and a sharp rise in hostility towards adult' author- 
ity. ^ • 

:,_ ^oll-G3^-i mp 1 i^^t-irefts- r- -4he -pali c y iinplicatioW of the above arguments 

are generally , discouraging. Ldt us consider the .problem ,pf declining 
U.S. achievement first, and^ then the proBlem of comparisons between 
America and other countries. ' ' 

The causes of the decline in high school achievement in/ the last 

\ 

twenty y^ars are not clearly understood nor, it must be added, does there 

^ . , ( - 

seem to be a major reseaA^ch effort to answer this question. Instead- of 

serious inquiry into the i^oot^ causes of this decline, we find (as it 

often the case with educational'' policy > a reliance upon the fashionable 

certainties of the present. In the current public mood, this "means a 

belief that the decline can be remedied by a reassertion of school 

authority, by insistence on excellence, atid by a general abandonment of 

permissiveness. Perhaps this is true, although it is difficult to point 

to the effects of a rather similar diagnosis made just over twenty years 

ago.^1 

Our argument here, on the other h^nd , has suggested that, to the 
extent that they are understood, the changes associated with the achieve- 
ment decline are rather h-.?p-rooted and largely outside the policy- 
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maker's direct control. Schools have indeed lost a good part, of* their 
.authority- to control youthful behavior and to inspire the loyalty and, 
affection of' the young. But' a. good part of this decline may result from 
changes in- youth as much as from changes "in schools—young people will 
not 'accept child-like behavior controls anymore and demand to be treated 
as adults. Another part has much to do with the increasing limits the 
courts haVe placed on school's coercive power and corresponding rights 
granted to students. Finally, the increasing size and specialization of 
high schools, with the effects of bureaucratization and impersonality, 
have probably undercut efforts by > schools, to, win the loyalty of new. 
students. None of these changes can be readily reversed and we do not 
believe that a simple ' attempt to .:reass^rt authority without understanding 
the, reasons why it has declined will be successful. 

We. do not believe, that any clear cut policy recommendations floW' 
from our cbmparative analysis . .: This is not because of chauvinism on our 
yavt but because It ^is both dif f icult " and misleading J:o take an institution 
i-^ practice out of the context of the system and to trarisfer It to 
another very 'different system. We cannot simply borrow Japanese homework 
practices, Russian mathematics curricula, or French examinations. Each„ 
is part of a system which has different priorities and a different, orga- 
nization from our. own. And in comparative perspective, America has 
perhaps the most' unusual and most distincti've. system in this regard.. 
Excellence in Anterica does not mean what it means in France or Britain. 
In these countries, excel lenoe tends to mean the maintenance or achieve- 
ment of the high academic standards that prevail .in the most prestigious 
educational ins'titutions . There are national standards ag&inst which 
all can compar'e themselves in regular examinations— -even, ^or example,' 
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* in such subjects as piano or art—and standards are maintained hy indi- 
viduals who are ' trained in or employed' by leading universities. But 
Harvard or Ahdover or New Trier High School do jpi^ot play even a remotely 
equivalent role in the U.S. to that played by the University of Tokyo 
and the prestigious schools that prepare for its examinations in Japan. 
By comparison . with the rest of the rna~ustrialized world, the U.S. has 
multiple criteria of excellence and no clear hierarchy of excellence. 
^ American community colleges are not necessarily inferior to state univer- 
sity; they have rather different objectives. Demographic; or equal 
access and the acquisition of useful skills are more highly valued in 
the UiS. than elsewhere, and institutions which sacrifice rigorous aca- 
^ demic standards to achieve these other objectives do not necessarily 
lose support.' Nor do prestigious American universities, as their Japanese" 
and Russian equivalents tend to do, shape ^ or de£ermine the high school 

curriculum.. « 

Consider, for example, as an illustration of the complexities of 
borrowing institutions or practices, the increasing use of --state-wide 
examinations in conjunction with^the award of the high school diplomas. 
In the lasi: decade, there has been a move by some states to establish 
examinations for high school graduates partly in' response tc5 concern that 
the high school diplT)ma has become devalued. But, the examinations we ^.e 
aware of bear little resemblance to the examinations in much of Europe 
and Japan. They appear to be oriented as. much to practical or useful 
sk;Llls as to academic or intellectual mastery and^ (unlike examinations 
^^^^ ^^^^ ^uch 'of th e rest of^- the world) and they seem to be designed so that 
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the great ma.loritv will pass them . Most .examinations in America seem 
to have this latter characteristic, which makes them less than ideally 
useful as a way of raising or setting high academid standards. Examina- • 
tions designed for raising academic standards would likely run into the 
problem of the absence of agreed upon nation-wide 'or even state-wide 
standards of excellence, opposition on the grounds that they discrimi- 
nated against minorities; and claims that they measured skills of dubious 
utility. 

^ Differences between systems also render rather problematic proposals 
to borrow or emulate foreign curricula, especially " the science and 
"mathematics curricula from the secondary schools of Japan or the Soviet 
Union. Such rigorous curricula would demand a great deal more effort 
from students and teachers • alike , some substantial retraining of a good 
number of teachers, and a willingness to sacrifice some of the more 
immediately useful skills which the elective curriculum teaches. In 
Japan and Russia, these efforts are made in part because of pressure from 
Competitive examinations which govern access to prestigious universities. 
It is true that some state universities have begun to tighten admission 
standards as competition for admissions has increased because of a tight 
job market and a cohort size t^at remains large-. But the long run trends 
seem to be in the opposite direction: toward a scramble by institutions 
of higher education for available students which (unless we have a radical 
devaluation of college degrees from lesser institutions) is likely to 
mean a lowering of standards . 

None of 'this means that we are pessimistic about the trend of academic 
achievement in the United States or that we predict a decline in .achieve- 
ment relative to that of other countries. Indeed, to the contrary, one 
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could well arg^ that an end of demographic bulge and a greater emphasis 
' upon requirements and excene-itee..in public opinion may signal a reversal 
of the trend of the past 20 years. But. our major recommendation is that 
policymakers abandon.the hubris which has led them in the past to propose 
Ablutions for problems that d^ not exist ^and policies aimed at correcting 
trends whose causes are only remotely understood. ■ 

Rather than ending on this rather sour note . however, we conclude 
with three economical and practical suggestions for improving excellence. 

■ We think that excellence is more likely if it is honored and publicly 
recognized. It is our impression that scholastic excellence in America 
is honored and recognized rather less than was the case in the past: 
that high school prize award ceremonies are often attended by the prize 
■ winners families and few others, that dean's lists and other honors are 
less pu-blicized than they were, of tfhe following inexpensive. 

" suggestions might help change this sta^^^^of affairs : - (1) Expand the 
National Scholarship Program and encourage Public Television to broadcast 
the ceremonies and to produce some sho^ documentaries on the winners, 
stressing' particularly those from minorityX.sout hern or rural backgrounds . 
(2) Give small grants to each state (much le^s than one million dollars) 
■specifically for the purpose of staging anV, publicizing state-wide 
competitions. and award ceremonies for outstanding student achievement im 
mathematics, the physical and biological sciences an^d^ foreign languages. 
Some of this money could be earmarked for awards in ^^h school (these 
could be tel^vrseT3h^ local access channels), and in tV larger states 
for regional competitions. (3) Any federal monies that Ve presently 
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used to devise tests to weed out incompetent teachers should be used in- 
stead to give prizes and honors to outstanding teachers, again at well_ 
nuhUcized ceremonies . The states should be encouraged to use their own 
funds for this 'purpose and to abandon efforts to purge incompetent 
teachers' efforts whose major effect, we su^^ect, will be to lower still 
fur'ther the extraordinarily low morale of the teaching profession. 

APPENDIX I ' " 

SCIENCE AND MATHEMATICS EDUCATION: THE SOVIET UNION AND JAPAN 

There appears to be increasing concern in the United States that 
this country has lost its leadership internationally in science and 
technology. A major factor, it is alleged, is the much greater, emphasis 
on science and mathematics in the school systems of other countries, 
n'otably the Soviet Union and Japan. A recent report by the Congressional 
Research Service states that "Technical education in the United States 
trails that-tn the Soviet Union and Japan because of ^inadequate labora- 
tory facilities and shortages of science and engineering instructors at 
' both the secondary and university levels'" (Chronicle of Higher Education, 
Vol. XXIII, No. 2Q [January 27, 1982], p. 12). 

Izaak Wirtzup, professor of mathematics at the University of Chicago 
and one of the leading observers of Soviet ^ducation, has reported in an 
unpublished study for the National Science Foundation that the new Soviet 
* science education has brought changes which "are trantamount to an 
educational mobilization of the entire "population." Its program in 
mathematics, he says , "is modern in content, innovative in approach, well 
integrated and highly sophisticated. It gives strong emphasis to theore- 
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to Wirtzup; the Soviet jhigh school student, "is required to complete five 
years' of physics, four" years of chemistry, one year of astronomy, five 
and one-half years Of biology, and so on down a list that would empty 
America's high schools via the dropout route". (Daniel S. Greenberg, 
"The Intellect Gap," The Guardian Weekly , Vol. 122, No«. 23 [6/1/80], p. 

9). , . • 

Japan likewise stresses mathematics and science in its schools. It 
is introduced at an early age: three hours -per week in the first grade, 
increasing to six hours each in the fourth, to sixth grades. In lower 
secondary school (grades ,7-9) all students have four hours weekly in 
grades 7 and 8; the non-college-bound have three hours in grade 9, the 
college-bound five. The college-bound student takes six hours of mathe- 
matics weekly in. grade 10, five and three respectively in grades 11 and 
12. > Students admitted to the 100 top senior secondary schools in Japan 
take 18-20 hours of mathematics. College-bound students . complete cal- 
culus in high school in Japan (Anderson., pp. • 119, 130-31, 147, . 167-68) , 
and Soviet high schools offer two years of this subject, whereas in the 
U.S. it has mostly disappeared from the public high school curriculum. 

Both the Soviet Union and Japan place a major emphasis on teaching 
science in the schools. In Japan, the special Science Education Centers 
set up beginning in 1960 in all"46 prefectures offer tuition-free programs 
to school teachers at all levels to upgrade their knowledge and learn 
about the latest in science education techniques. Interestingly enough, 
these centers, since broadened from science to include all school sub- 
jects, draw heavily on science curriculum studies in the U.S.: the Bio- 
logical Science Curriculum Study; Physical Science Study Committee, 
Chemical Education Material Study, etc. 
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Chemical Education. Material Study, etc. 

While the record of Japan and the Soviet Union is und.eniabiy impress-, 
ive in strengthening science and mathematics teaching in their >chools . 
one^nust look beyond curricular programs in, assessing their impact. 
Thus/in Japan. Where most youth, elect the academic rather than voca- 
tional s tream in senior secondary sckool. it is estimated that "30 
percent cannot really handle if (Anderson, p... 175). . Moreover, as 
schools are Judged on their ability to get . their students admitted to 
the best universities, teaching in the lower secc^ndary school is geared 
to students likely to b^ admitted t-o-^the senior academic secondary 
schools Which prepare for university admission, to the neglect of stu- 
. dents proceeding to vocational educati6n. l/s. while the best students 
.ay excel in the structured rigorous school/system, the less able exper- 
ience frustration, alienation, and disillusionment. 

In the soviet Union, there are other side effects from the intensive 
School program! The enormous , pressure^ on children from the highly 
. structured, curriculum (there are almost no electives) is allegedly 
° producing increasing delinquency and violence. out-of4hopl cramming for 
university admission, graduates who are too ■ narrowly specialized . .and 
rote learning rather ' than . the ability to probe and analyze. Recent 
reports of a significant decline in student interest in the sciences and 
engineering may be another by-ptoduct of the extraordinarily demanding, 

school programs in math and science. 

One should therefore examine the costs and casuali ties of extensive 
compulsory school programs in math and science, and to^nquire whether 
they are worthwhile (if indeed American schools were' able to better 
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n^tch the Japanese and Soviet records in these respects). The costs appear 
/to include neglect of (and even hostility from) school children who 
cannot , handle such demanding curricula, emphasis on memorization rather 
than analytic problem-solving, . the paucity o.f^ opportunities for school 
children to pursue activities important to their social, artistic and 
personal development because school demands are so all-encompassing, and 
a turning away from those fields characterized^ by force-feeding in 
school. 

> It would be difficult in this point of time to turn back the clock 
in American schools and impose compulsory and comprehensive programs in 
mathematfd^ and science for all students. The *sy stem of electives is 
not only ingrained but reflects the educational values discussed earlier 
in this paper: individualism, pragmatism, utilitarianism (relatively 
few young Americans will find calculus useful later in life),, and the 
possibility of making choices in education. If indeed- more and better- 
teaching of. science and mathematics to more young people in American 
schools is a national priority, some measures can be taken which in an 
incremental way can take us in that direction. It is submitted, however, 
that the values and traditions of American education give priority to 
certain developmental processes and outcomes which would inevitably be a 

casualty of expanding compulsory curricular programs in our schaeis-., 

even assuming this were feasible. The inadequacies of math and science 
teaching must become .and be perceived ^to a far, greater national 

crisis for this to happen than appears now to be the case. 
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APPENDIX II' 

EQUIVALENCIES IN SECONDARY SCHOOLING: THE UNITED STATES, • 
CANADA, JAPAN, SOVIET UNION, WEST GERMANY 

liis extremely difficult to define precisely the level of secondary 
school study in Canada, Japan, the S^oviet Union and the Federal Republic 
of Germany which is equivalent to the completion of high school in the 
United 'States. This task is all the more difficult because the substantial 
variation in quality among American high schools and the diversity of 
curricular choices open to high school students offer no firm yardstick 
which defines high school education in the U.S. 

The graduate from a highly selective and rigorous American high 
school, public or private, has probably mastered more knowledge than 
his/her counterpart- in a relatively less well funded and,' non-selective 
inner city high sehool. However, high ability and high achieving students 
from virtually any high school may graduate from it witho an educational 
preparation enabling them to compete with the best students coming out of 
the best high schools for admission to the most selective higher education 
institutions in the U.S. 

The Carnegie unit system was initiated early in this centuty so that 
a high schooi education could be assessed in terms of the numbers of 
years of study in different subjects that graduates had completed. This 
enabled colleges and universities to have some measure of the scholastic 
accomplishments of students seeking admission to them, about the quality 
of which they .knew kittle. The' importance given to electives in .school 
(and college) curricula . have reinforced the need to measure students' 
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educational experince in the absence of an external examination which( as 
discussed' in this paper; is as common means-^in many countries for assess'^ng 
educational accomplishment on a national basis. \ 

The credit system is. thus, part and parc^^^ of the individualisti\ 
.American approach to education. ^ But it meas^ires achievement on a 
quantitative, rather than qualitative basis. Henc\^ Americans tend to 
look to numbers of years in courses >it. assessing eXuivalencies with 
foreign school systems, a measure which is inherently imperfect as it 
neglects qualitative criteria. National tests of scholastic achievement, 
such as those administered by the Educational Testing Service for some 
decades, give a' national measure of students' achievement, and hence, 
indirectly, that of schools across the nation, but , so far have not been 
factored into any system Which produces a qualitative .measure of what an 
American high school education represents. ^, 

This being the case, the determination of equivalencies between U.S. 
and foreign' secondary school completion is mostly measured in terms of 

years in the school system. 

The following charts' of the high school systems of Germany. Japan, 
and the Soviet Union show the numbers of years involved, and pathways 
from one type of level of school to another. 

In the Soviet Union, high school 'completion involves eleven years of- 
elementary and secondary schooling, on the theory that because schools 
have a six day week, as much' schooling is completed in that country in 
eleven years as in twelve years in the U.S'. and in other nations the 
twelve year system. In the Federal Republic of Germany, the combination 
of elementary and college-preparatory school involves thirteen years; 
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German specialists on equivalency claim that the combination of quality 

and.. quantity , makes the Abitur . the certificate then achieved , the 

equalivalent of two' years of higher education in the United States. 

College admissions profssionals in the U.S. tend not to agree with this 

and are likely -to accord one year of advanced placement to holders of the 

/ ^ , 

Abitur . Japan has a system similar to the American in school education: b 

plus 3 plus 3. The situation varies in Canada depending on the province, 

with 12 years of schooling required in some, 13 years expected in others, 

but with a 13th year student admitted to university without the requirement 

of a "pre-university" year. The following charts set forth the school 

structures in Japan , the Soviet Union and the Federal Republic of Germany, 

but do not purport to provide answers to equivalency. 
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TABLE 1. PtijT'centaiie of a^e group^-^) entering higher education for 
selected countries' 
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entrants. 





Source: L. Cery6n and Colton, "Suraraarizing Recent Student Flews , " European 
Journal of Edudatlbn Vol. 15 No. 1. March, 1980, p. 29. 
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;Gt9$tratktructure of the Education System in the Federal Republic of Germany 
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■2. — Structure of the edu^onai syftem of Japan: 1972 
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INCREASE IN RATE OF. ENROLLMENT IN ALL EIGEER EDtlCATION 
(iountry and Age Group Year 
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1. LadiBlavCerch," Sarah Colton, Jean-Pierre Jallade, Student Flows and 
Expenditure in Ei^er Education 1965-1979 . Amsterdam: Institute of 
, Education, Europe&n Cultural Foundation, 198I, >p. 58-59, 61-62, 79. 
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University 


Non-Itoiverslty 
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Year 


Male Female 


Male Female 
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1973-71* 


21.3 11*. 2 . 


12.8 11.5 




1978-79 


19.0 16-. 0 


12^8 13.7 



2. Information supplied by project consultant, Professor Roberi M. Pike, 
Queens. Ifciversity, Ontario, Canada. 



Percent of Age Group In Secondary School ' 
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1. Bildung und Wissenschaft , Bonn: Inter Nationes, BW 19 1, No. 12-79, pp. 15.8-9 

2. N, Kuzln and M, Kondakov, Editors, Education in the USSR , translated from 
Russian by Fainna Glagolera, Moscov: Progress Publishers, 1977, pp, 25-26. 

3. Educational Statistics Japan , Ministry of Education, Government of Japan, 
' 1974, pp. 16-19; " 
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Nev Entrants Higher Education by 



Social Origin In jg of Enrol] niPnf. 
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manual workers 3^-7 37.0 
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manual workers ' . i^'c J-^.o • 33.2 

other ' ^J'^ 27.6 28.0 

3.5 .3.1) 3.8 

n.S. A.- all higher education ' 1967-8 1071 70 107^: tq7< 77 

oy 1c of income brackets in 1971-72 1975 1976-77 

1967 dollars . ; 

less than $5,000 on a . oa 0 « ' • ' 

$5,000 to $9 999 ' 3?'° 23.5 22.^ 
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In Higher Education 1965-79 . Amsterdam: Institute of Education, European ' ' 
Cultural Foundation, 1981', pp. 68-9. 



o 71 
ERIC . - \ 





FOOTNOTES 

1. Peter Blau and Otis Dudley Duncan, The American Oocup^^ional 
Structure - New York: Academic Press, 1967. // 

'2.. Ronald Dore, The Diploma Disease: Education, Qualifications and 
Development . Berkeley: University of California Press ,^1976 . 

3. Corrado de*Francesco, "Myths and Realities of^^^ss Secondary Schooling 
in Italy," Eurbpean Journal of Education . Vol. 15.,y^^o. 2, 1980, pp. 135-152. 

- 4. Randall Collins, The Credential Society . ^/^5ew York: Academic 
Press, 1979. 

5. Burton Clark, Educating the Expert Society . San Francisco: Chandl'^r, 
1962. • 

6. See the studies cited in Collins op-, cit. Chapter 1. 

7. , Ivan Berg, Education and Jobs: The Great Training Robbery . Boston: 
Beacon Press, 1971. 

8. See the evidence cited in Christopher Jencks et al., Inequality . 

/ ■ • ' ■ ' ' ' 

New York: . 5^asic Books, 1972. ' ^ ^ . - . ■ 

9. Mi(:hael L Sovern, "The Care for Keeping U.S. Aid to' ^Colleges . " . . 
New York Times Magazine , Feb. 7, 1982, pp. 74-77. 

10. Nigel Grant, Soviet Education ., 4th Revised edition. London: 
Penguin, 1979. ' . 

11. Robin Williams, American Society: A Sociological Interpretation , 

New York: Knopf, 1970, 

Seymour Martin Lipset, The First New Nation . New York: Basic 
Books, 1963. . 

12. Samuel Bowles and Herbert Gintis, Schooling in Capitalist America . 

Basic Books, r977. 



13. Ronald S. Anderson, Education in Japan . Washington, D.C.: 
U. S. Government Printing Office, 1975. 

.14. See Anderson op cit., and A. Harry Passow, Harold ;J. Ndvak, 
Max A. Eckstein, John R. Mallea, The National' Case Study: An Empirical and 
Comparative Study of Twenty-one Educational Systems . New York: Wiley, 1976. 

"15. Thus an egalitarian reform of schooling was a major issue in West 
Germany's recent federal election. "Straus, Schmidt, and die Schulen," 
Times Educational Supplement March 10, 1980, p. 12. 

16. Christopher J. Hurn, The Limits and Possibilities of Schooling . 
Boston: Allyn and Bacon, 1978, Chapter 7. 

17. For a discussion of the French case see Pierre Bourdieu and Jean- 
Claude Passeron, Reproduction in Education, Society and Culture . London: 
Sage, 1977-. 

18. Law^rence Cremin, The Transformation of the School . New York: 
Random House, 1961. 

19. See Lipset op. cit. 

20. For discussion of the different meanings -o-f individualism see 
David Riesman, Abundance for What? And Othet Essays . Ga^-den City, N.Y. : 
Doubleday 1964, and Herbert Gans et alia (eds.). On the Making of Americans : 
Essays in Honor of David Riesman . / Philadelphia: University of Pennsylvania 
Press, 1979^ 

21. See Hurn op. cit. fo'r a^.discussion of the tension between these 
objectives. * 

22. Anderson's discussion the Japanese case, is illuminating in this 
regard. Anderson op. cit., Chapter 5. 

23. David L. Kitp, "Proceduralism and Bureaucracy: Due Process in 
the School Setting," Stanford Law Review 28: 1975, 841-876. 



, D.C. : U.S. 



24. Tor a rare detailed account of the elective course system as it 
existed in, the niid-1920's see Robert S. and Helen Lynd Middle town . . 
New York: Harcourt Brace, 1929. 

25. The introduction of minimum competency tests by a number of States 
in recent years does not alter this contrast substantially. 

26. It may be, however, that this generalization applies most to the 
more prestigious and less to the least prestigious schools. We know of no 
research on this point. 

27. Joseph I. Zajda, Education in the U.S.S.R. New York: Pergamon, 

m 

1980. , ^ , ' 

28. Zajda op. cit . Chapters 2-3 . 

29. Grant op. cit. , Zajda op. cit. • . ' 

30. * See Grant op. cit. for similar comparisons. 

31. Urie Eronf enbrenner Two Worlds of Childhood: U.S. and U.S.S.R. 
New York*: Basic Books, 1970. 

32. This is Bron.f enbrenner ' s characterization. Bronf enbrenner 

op. cit. , 

33. Hedrick Smith, The Russians . New York: Quadrangle , 1976. 

34. The different periods (early. 1960 ' s mid-1970^s) may be a factor 
here as well. 

35. Ronald S. Anderson, Education in Japan . Washington, 
Government Printing Office, 1975. 

36. Anderson, op. cit. p. 125. / -. 

^ 37. ^izra F. Vogel, Japan As Number One . Cambridge: Harvard University ^ 
Press, 1979, Chapter 7^ 

38. Anderson, op. cit. pp. 66-71. 



74 



ERIC 



39. Anderson, op cit. p. 68. ^ 
'40. Anderson, op. cit. Chapter 3. 

41. Anderson, op. cit. p. 127. 

42 . Anderson, op . cit . p . 126 . 

43. ' Vogel op cit. See also William K. Cuimnings, Education and Equality 
in Japan . Princeton: Princeton University Press, 1979. 

44. Anderson, op. cit. p. '66* 

45. A Harry Passow et alia op. cit. 

46. Lawrence Wylie, Village in the Vaucluse . Cambridge, Mass.: 
Harvard University Press. 

47. A. Harry Passov et alia. op. cit. 

48. Barbara B. Burn, Higher Education in Nine Countries: A Comparative 
Study of/Colleges and Universities Abroad . New York: . McGraw-Hill^ -IS.Zl.. 

f9. Interestingly enough it seems that traditional prestige criteria 
are^ as, if not more^ 4in^portant a s presu med ■r.eXHvance.-txt—jx)-b-^r-aind-n^g—in^———- 



making decisions about which institutions will suffer most. 

50., Tors ten Husin, The School in Question . Oxford: Oxford University 
Press, 1979. , 

51. 'A. Harry Pa^ssow, et alia. ,op. cit. 

52. Almost equally signficant has been the trend toward judicial control 
over local school boards. See Kirp op. citi' 

53. Science and mathematics teachers are an exception to this. 

54. Robert S. and Helen Lynd, Middletown . New York: Harcourt Brace, 1929. 

55. Thus the President of the California State Board of Educavt;J.on has 
recently completed 4study of science and technical education in Japan. » 
^'Science Education — the Japanese Advantage" A. A,H.E. Bulletin, Sept. 1981, p. 6. 



?5 



ERIC 



56. But this says nothing to minimize the importance of an aroused 
.public opinion which at particular times may be virtually unanimous in 

supporting a particular charge. 

57. See Anderson op. cit arid A. Harry Passow et alia, op. cit. 

58. Vogel op.' cit. Zajda op. cit. 

59. Julienne Ford, Social Class and the Comprehensive School . London: 
Routledge and Kegan Paul, 1969. 

60. In England and Wales this is so even when universities have similar 
curricula and 'similar examinations. 

. 61. Robert Pike, "Education, Class and Power in Canada," in R. J. 
Ossenberg (ed.), Power and Change in Canada . Toronto: McClelland & Stewart, 



1980. .J 



62. "Failure", in .America; is also tempered by less sharp divisions by 

-higii-^ftd-lTjw-pT^stT^e-lTrglTiTunx^ ■ — ~ — ^ ~~ — - - 



63. Torsten Hus^n, The School in Question: A Comparative Study of the 
-bchool and iti Future^^Twestern <^nri.t.r n^fo,..A._^.f,,^.^_^^^^^„.^-^-^_--^ 

1979. 

64. Arthur Bestor, Educational Wastelands: A Retreat from Learnin g 
in Our Public Schools. Urbane, 111.: University of Illinois Press, 1953. 

65. S.A.T. scores are not comparable into European style examinations 
for reason^ already discussed. 

. 66. L.\; Comber and John P. Keeves, Science Education in Nineteen 
Countries: An Empirical Study . New York: Wiley, 1973. 

67. Vogel op. cit. 

68. It ma^-'also reflect differences in general morale and commitment, 
c.f. Vogel 's discussion of the Japanese case, Vogel op. cit. 

69. Vogel op. cit. Zajda op. cit. 



?6 



70. The fact that English has gained ground as the international 

. . . . Z'^. ■ • \ " 

language makes it possible for American businessness to "g^t by.*' 

71. Here again the relevance of the centralized, expert dominated 
versus, decentralized lay controlled systems is noteworthy. 

72. College Entrance Examination Board Advisory Panel, On Further 
Examination . New York: College Entrance Examination Board, 1977- 

73. College Entrance Examination Board Advisory Panel op. cit. See 
also Leo A.- Munday, Declining Admissions Test Scores . Iowa City, Iowa: 
American College Testing Program, 1976. 

7A . College Entrance Examination Board Advisory Panel, op. cit. 
75., College Entrance Examination Board Advisory Panel, op. cit. 

76 . College Entrance Examination Board Advisory-.Panel , op . cit . 

77. Leo A^ Munday, '^Changing Test Scores^" Phi Delta Kappan 60, 
1979;,^ 4-96-499. ■ 

'78. Jeneks et alia, op. cit. \^ 

79. College Entrance Examination Board Advisory Panel, op. cit. 
Appendix. 

80. Frank E. Armbruster , The U.S. Primary and Secondary Educational 
Process . Groton-on-Hudson , New York: Hudson Institute", 1975. 

81. Janice J. Weinman, Declining Test Scores: A State Study . 
Massachusetts: Massachusetts Board of Education, 1977. 

82. ^College Entrance Examination Board Advisory Panel, op cit. See 
also National Institute of Education, Violent Schools — Safe Schools , 
Washington, D.C, Government Printing Office, 1978. 

' 83. College Entrance Examination Board Advisory Panel, op. cit. 

■/ 



84.. Christopher J. Hurn, "Authority in High Schools 1960-1980'\ 
Unpublished manuscript. Department of Sociology , University of Massachusetts. 

85. Hurn, pp. cit. 

86. Hurn, op. cit. 

' I • ■ 

87. Joseph Adelson, "What Happened to the Schools," Conimentary . 
March 1981, 36-41 . 

88. Adelson op. cit. -Hurn op. cit. 

89. Edward A. 'Wynne, "What are the courts doing to our children?" 
Tht^ Publie Interest , Summer 1981, 3-18i.., > ' , 

90. Wynne op. cit. > though his discussion is rather tendentious. 

91. For the earlier "excellence movement' see John. W. Gardner, Excellence , 
New York: Harper, 1961. 

\' ■ . ' 



78 



BIBLIOGRAPHY 

Adelson, Joseph. "What Happened to the Schools." Commentary (March 1981): 

36-41. ' ; 

Anderson, Ronald S. Education in vJapan . Washington, D.C.: U.S. Government 

Printing Office, 1975. I 
Armbruster, Frank E. The U.S. Primary and Secondary Educational Process . 

Groton-on-Hudson, New York: Hudson Institute, 1975. 
Berg, Ivan. Education and Jobs: The Great Training Robbery . Boston: 

Beacon Press, 1971. " 
Bestor, Arthur. Educational Wastelands: A Retreat from Learning in Our 

Public Schools . ■ Urbane, 111.-: University of Illinois Press, 1953. 
Blau, Peter and Duncan, Otis Dudley. The American Occupational Structure . 

New York: Academic Press, 1967. 
Bl)urdTeu, Fiefxe and Tas'seYson, 'Jean-CTaude . ' ' Repr^^diic tlTO'^ in "Ed u cart ion , 

and Culture . London: Sage, 1977. .^>^ • 

Bowles, Samuel and Gintis, Herbert. Schooling in Capitalist America . 

Basic Books, 1977. 
Bronfenbrenner , Urie. Two^^Worlds of Childhood: ' U. S. and U. S. S.R. 

New York: Basic Books, 1970. 
Burn, Barbara B. Higher Education in Nine Countries': A Comparative Study , 

of Colleges and Universities Abroad . New York: McGraw-Hill, 1971. 
Clark, Burton. . Educating the Expert Society .' San Francisco: Chandler, 

1962. 

College Entrance Examination Board Advisory Panel. On Further- Examination . 

New York: College Entranace Examination Board, 1977. 
Collins, Randall. The Credential Society . New York: Academic Press, • 

1979. ■ 

: ■ - \ 
f ' ' ' 

■ ?9 



Comber, L. C. aiid Ivee ves ,~"Jahn Pv Science Education in Nineteen Countries : 

' An Empirical Study . New York: Wiley, 1973. 
Cremln, Lawrence. The Transformation of the School . New York: Random 

House, 1-961. ' * 
Cummlngs, William K. Education and Equality In Japan . Princeton: Princeton 

University Press, 1979. 
Do re, Ronald. The Diploma Disease: Education, Qualifications and Development . 

Berkeley: University c/f Cali^fornla Press, 1976. / , 

Ford, Julienne^ Social Class and the Comprehensive School .' London: « 

Routledge and Kegan Paul, 1969. ' 
de Francesco, Corrado. "Myth's and Realities of Mass Secondary Schooling 

In Italy." European Journal of Education , vol. 15, no. 2, (1980): 

■ ' y 

Cans, Herbert et alia (eds,). ; Qn the Making of Americans: Essays in Honor 

of David Rlesman . Philadelphia: University,, of Pennsylvania Press, 

1979. . . 

Gardner, John W. Excellence . New York: Harper, 1961. 

Grant, Nigel. Soviet Education . 4th revised edition. London: Penguin, 1979. 
Hurn, Christopher. The Limits and Possibilities of Schooling , Chapter 7. 

Bbston: Allyn and Bacon^- 1978. 
Husin, Tors ten. The School in Question: A. Comparative Study of the 

, School and Its Future in Western Society . Oxford: Oxford University 
. "Press, 1969. ' * " 

Jencks, Christopher et al. Inequality v . Nev Yprk: Basic Books, 1972. 
Kirp, David L. "Proceduralism and Bureaucracy: Due Process in the School 
Setting.** Stanford Law Review . 28 (1975): .841-876. ' 



Lipset, Seymour Martin. The First New Nation . New York: Basic Books , 1963. 
Lynd, Robert s. and Lynd, Helen. Middletovn > New York: Harcourt Brace, 

1929. " ' 

Munday, Leo A. Declining Admissionk Test Scores . Iowa City, Iowa: 

Ameriean Coll^,ge Testing Program, 1976.. 
Munday, 'Leo A. "Changing Test Scores." > ^Phi Delta Kappan . 60 (1979): 

496-A99.. . ^. . 

National Institute of Education. Violent Schools —.Safe Schools , 

Washington, D.C.: Government Printing Office, 1978. 
Passow, Harry A. ,' Novak, Harold J., Eckstein, Max A. ind Malle, John R. 

The National Case Study: An Empirical and Comparative Study of 

Twer. "y-one Educational Systems . New Yorky Wiley, 1976. 
Pike, Robert.' "Education, Class' and Power in c/nada." In Power and Change 

in Canada , edited by R. J. Qssenberg. -Tornoto: McClelland ^ 

/' Stewart, 1980. ' ^ 

Riesman, David; — Abundance for What Y "And utlTeF^Essays . Garden City, N.Y;: 

Doubleday 1964. 

"Science Education — the Japanese Advantage" A.A.H.E. Bulletin , 

(Sept. 1981): 6. 
Smith, Hedrick. The Russians . New York: Quadrangle , 1976. 
Severn, Michael L. "The Care f6r Keepihg U.S. Aid to Colleges." "New York 

Times Magazine (February 7, 1982): 74-77. 
Times Educational Supplement . "Strauss ,rSchmicit, and die Schulen." 

. (March 10, 1980): 12.. , 
Vogel, Ezra. F. ' Japan 'As Number One ,^ Chapter 7'. Cambridge: Harvard • 

University Press, 1979. • 



Weinman, Jwice J* Declj-ngina Test- -Scores : A State Study > Massachusetts; 

Massachusetts Board\f Education, 1977. . 
Williams, i^oBin. American So'cXety't A Sociological Interpretation- ^- 



New_A'cvrl<: Knopf, 1970. .\ / 

\ ^ , - . . ■ 

Wylie, Lawrence. Village in the VaucLusc . Cambridge, Mass. :., Harvard 
University Press . . * ^ 

Wynne, Edward A. ^'Wh^^t are the courts doing to our children?" The^ Public 
Interest . (Summer 1-981): 3-18. 

Zajda, vloseph V. Educatian in the U.S.-S.R . New York;" Pergamon, 1980. 



